Old Dominion University

ODU Digital Commons
Theses and Dissertations in Early Childhood
Education

Communication Disorders & Special Education

Winter 2009

The Impact of The 101s: A Guide to Positive Discipline Teacher
Training on Teacher Interaction Practices, Teacher-Child
Relationship Quality, School Adjustment, and Academic
Outcomes in Kindergarten Classrooms in Bangkok, Thailand
Panadda Thanasetkorn
Old Dominion University

Follow this and additional works at: https://digitalcommons.odu.edu/earlychildhood_etds
Part of the Early Childhood Education Commons, Educational Psychology Commons, Social and
Philosophical Foundations of Education Commons, and the Teacher Education and Professional
Development Commons

Recommended Citation
Thanasetkorn, Panadda. "The Impact of The 101s: A Guide to Positive Discipline Teacher Training on
Teacher Interaction Practices, Teacher-Child Relationship Quality, School Adjustment, and Academic
Outcomes in Kindergarten Classrooms in Bangkok, Thailand" (2009). Doctor of Philosophy (PhD),
Dissertation, Communication Disorders & Special Education, Old Dominion University, DOI: 10.25777/
ym4v-zt78
https://digitalcommons.odu.edu/earlychildhood_etds/6

This Dissertation is brought to you for free and open access by the Communication Disorders & Special Education
at ODU Digital Commons. It has been accepted for inclusion in Theses and Dissertations in Early Childhood
Education by an authorized administrator of ODU Digital Commons. For more information, please contact
digitalcommons@odu.edu.

THE IMPACT OF THE 101S: A GUIDE TO POSITIVE DISCIPLINE TEACHER TRAINING
ON TEACHER INTERACTION PRACTICES, TEACHER-CHILD RELATIONSHIP
QUALITY, SCHOOL ADJUSTMENT, AND ACADEMIC OUTCOMES IN
KINDERGARTEN CLASSROOMS IN BANGKOK, THAILAND

by

Panadda Thanasetkorn
B.A. March 2001, Thammasat University, Thailand
MS.ED December 2003, Old Dominion University

A Dissertation Submitted to the Faculty of
Old Dominion University in Partial Fulfillment of the
Requirement for the Degree of

DOCTOR OF PHILOSOPHY

EARLY CHILDHOOD EDUCATION

OLD DOMINION UNIVERSITY
December 2009

Dissertation Committee:

Member

Member

Date:

ABSTRACT
THE IMPACT OF THE 101S: A GUIDE TO POSITIVE DISCIPLINE TEACHER
TRAINING ON TEACHER INTERACTION PRACTICES, TEACHER-CHILD
RELATIONSHIP QUALITY, SCHOOL ADJUSTMENT, AND ACADEMIC
OUTCOMES IN KINDERGARTEN CLASSROOMS IN BANGKOK, THAILAND

Panadda Thanasetkorn
Old Dominion University, 2009
Chairperson: Dr. Katharine C. Kersey

While a great body of research evidence in the United States shows the impact of
positive teacher interactions on teacher-child relationship quality and beneficial school
outcomes for young children, it is not clear how Thai children would respond to the kind
of interactional and social-emotional practices of American teachers. In this research,
teacher training through The 101s: A Guide to Positive Discipline {The 101s, Kersey,
2006J was implemented in kindergarten classrooms in Bangkok, Thailand. The purpose
of the study was (a) to investigate the impact of The 101s teacher training on changes in
teacher interaction practices, teacher-child relationship qualities, and children's school
adjustment, using a series of multivariate of covariance analyses (MANCOVA), and (b)
to examine how these changes impact children's academic achievement, using bivariate
correlation analyses.
The sample of this study consisted of 20 kindergarten teachers and 164 three to
four-year old students enrolled in the ten classrooms in two private elementary schools
located in Chatuchak district during the month of May 2009. The sample was divided

into three groups. First, The Wis teacher training group in which the teachers received
The 101s training consisted of 6 teacher participants and 59 children participants. Second,
The 101s parent training group in which the parents received The 101s training but the
teachers received no training consisted of 6 teacher participants and 50 children
participants. Third, control group in which neither teachers nor parents received The 101s
training consisted of 8 teacher participants and 55 children participants.
The results of this study showed that The 101s teacher training intervention
described in this study was associated with positive changes in the teacher interaction
practices, teacher-child relationships, and children's school adjustment. Additionally, The
101s teacher training resulted in positive correlations among the use of positive principles
in The 101s, close teacher-child relationships, school liking, cooperative participation,
self-directedness, language skills, and critical thinking skills. The results suggest that the
cultural difference would not be a barrier to changing Thai teachers' interaction practices.
The implications for teachers, schools, and educational policy mandates in Thailand,
limitations, and suggestions for future research are discussed.
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CHAPTERI
INTRODUCTION

While a great body of research evidence in the United States shows the impact of
positive teacher interactions on teacher-child relationship quality and beneficial school
outcomes for young children, it is not clear how Thai children, given cultural differences,
would respond to the kind of interactional and social-emotional practices of American
teachers who practice innovative teaching techniques. The current study investigated the
impact of teacher training through The 101s: A Guide to Positive Discipline {The 101s,
Kersey, 2006) on changes in teacher-child interactions and subsequent teacher-child
relationship quality, children's school adjustment, and academic development in
kindergarten classrooms in Bangkok, Thailand. The Introductory Chapter presents an
overview of Thailand, describes the background of the current school practices in
Thailand, and synthesizes the significance of the study based on relevant research
evidence in the United States. Next, The 101s: A Guide to Positive Discipline (Kersey,
2006) is introduced. Finally, the purpose of the study, research questions, the conceptual
model for the current study, and the limitations are presented.
For Chapter II, a review of relevant literature that encourages the needs for a
teacher training program targeting positive teacher-child interactions in kindergarten
classrooms in Thailand are summarized. The literature review addresses cross-cultural
research on comparisons between teachers' and children's behaviors in Thai and the U.S.
classrooms and the importance of the teacher-child relationship quality to children's
school adjustment and academic performance. Next, the research hypotheses are
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presented. For Chapter III, the methodology of the current research is explained. This
chapter describes the research questions and hypotheses, the setting, sample population,
the measurement instruments, the data collection procedures, and data analysis. Then, the
results from the analyses of The 101s teacher training effects on teachers' interaction
skills, teacher-child relationship qualities, and children's school outcomes are presented
in Chapter IV. Finally, Chapter V presents a summary of certain findings and
explanations for specific findings. Then, potential implications, pertaining research-based
evidence for specific training and settings in which the findings might be applied is
presented. An explanation of limitations and suggestions for future research is discussed
at the end of the chapter.
Overview of Thailand
Thailand, known as the "Land of Smiles", lies in the center of Southeast Asian
peninsula. Approximately the size of California in the U.S., Thailand covers an area of
198,000 square miles and has a population of about 65 million (National Statistical Office
[NSO], 2000). The majority of the population is ethically Thai and about 10% of the
population is Chinese origin. Nearly 95% of the population is Buddhist, 4.6% is Islamic,
and about 1 % is Catholic. (United Nation Thailand [UN Thailand], 2008). The official
language of Thailand is Thai.
In the past years, Thailand has made remarkable progress in human development
(UN Thailand, 2008). Thailand has reduced poverty from 27% in 1990 to 9.8% in 2002,
and the proportion of underweight children has fallen by almost half. Most children are in
school. It is also expected that universal primary school enrollment is likely to be
achieved within a few years (UN Thailand, 2008). Even though the socio-economic
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situation in Thailand has consistently improved, some persistent developmental
challenges still remain, including the higher rates of maternal mortality and child
malnutrition. Educational reform has greatly advanced in the last few years, yet gaps
remain in terms of the quality of education and its adaptability to the needs of the
economy (UN Thailand, 2008). Specifically, the attention to the movement of the
educational reform has significantly increased since the country was affected by the
Asian Financial Crisis (The Office of the National Education Commission [ONEC],
2005).
Currently, the school system in Thailand is organized into the various levels of
kindergarten, primary, lower secondary and upper secondary schools, vocational
colleges, and universities. Education is compulsory up to grade nine (ONEC, 2005). The
constitution mandates twelve years of free education; however, this is not provided
universally (UN Thailand, 2008). Since the government cannot contribute to the public
establishments, the private sector of education plays an important role in providing the
overall provision of education; especially at the preschool and kindergarten levels
(ONEC, 2005). Since parents have to pay for their children's preschool and kindergarten
programs and the cost of the preprimary and primary programs in Thailand is relatively
expensive, most of the children in the preschool and kindergarten programs come from
middle- and upper-class families (NSO, 2003). However, over the past years, Thailand
has achieved success in providing basic education, K to 12, to a large percentage of its
population. Approximately 90% of primary school-aged children and 72% of secondary
school-aged children were in schools (ONEC, 2005).
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Thailand has 76 provinces (NSO, 2000). The capital of Thailand is Bangkok, the
largest city and population of Thailand. Bangkok covers an area of 606 square miles. The
per capita income in Bangkok is more than triple the national average of US$2,200 per
year. About 7% of the population in Bangkok lives below the poverty line compared to
the national average of 9 % (NSO, 2000). Bangkok is divided into 50 districts or khet,
and each khet has its own administrative subdivisions under the authority of the Bangkok
Metropolitan Administration (UN Thailand, 2008). The mainly residential areas of
middle class residents are in north and eastern Bangkok whereas primarily residential
areas of low income and poor immigrants are in the inner city. Chatuchak, the new
central business district situated in the north area of Bangkok, has become one of the
most important business districts of Bangkok (UN Thailand, 2008). The sample of the
current study is randomly drawn from the elementary schools located in Chatuchak,
Bangkok. The sample of the current study represents an urban, middle-income
population. The middle-income population is referred to salaried employees who
provided a range of services, small-scale independent businessmen, and shop owners
(NSO, 2003). Mostly, the middle-income family is a nuclear family in which both parents
work outside of the home. In addition to the job outside of the home, mothers are
expected to take responsibilities of childrearing and household chores (NSO, 2003).
Background of the Study
The current school practices in Thailand and the needs for teacher training. In
the era of global competition, human resource development was seen as critical to a
nation's economic success. Many countries attempt to make educational reforms to
strengthen their own country's human resources for the global competition.
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Unexceptionally, Thailand is one of the many countries that has been trying to reform its
educational systems in order to improve human resources to reach the global standard
(ONEC, 2005). The attention to the educational reform movement in Thailand has been
increased since the nation was hit by the economic and financial crisis in 1997
(Sankhariksha & Sumethsenee, 2005). In July 1997, Thailand's economy was attacked by
the Asian Financial Crisis. The national finance collapsed and the country was effectively
bankrupt (UN Thailand, 2008). As the lack of effective human resource base was found
to be one of the factors that caused the 1997 financial crisis, the Thai government
recognized that there was an urgent need for national education reform (ONEC, 2005).
Therefore, the Office of the National Education Commission (ONEC) under the Prime
Minister's Office, launched the National Education Act 1999 legislation as the new
framework for the changes within the Thai educational system (ONEC, 2005). The
primary principle of the National Education Act 1999 is to ensure that students develop to
the full potentiality for learning in all aspects, including physical, mental, moral and
intellectual development (Kaewdang, 2005).
In parallel with the drafting of the National Education Act 1999 legislation, the
National Institute for Early Childhood Education in collaboration with the nation's
leading researchers have conducted research on teaching and learning in order to improve
quality of practices in early childhood education (ONEC, 2005). The research yielded the
findings of a children-centered approach as the new educational approach of learning in
early childhood education in Thailand (Charupan & Leksuksri, 2000; ONEC, 2005). The
children-centered approach is viewed as active learning in which children are taught to
think critically through questioning, discussing, and sharing experiences in groups and

individually (Charupan & Leksuksri, 2000; Kaewdang, 2005; Khemmani, 1994). The
research also has suggested that the teacher-centered approach, which emphasizes
teacher's directly transferring information and rote learning, may impede children's
overall social-emotional and intellectual development, especially their creativity and
critical thinking (ONEC, 2005). Thus, in order to improve the quality of the national
education, the National Education Act 1999 made the change in the processes of teaching
and learning, from the educational norms such the teacher-centered approach and rote
learning to research based practices such the children-centered approach and critical
thinking at all levels of education (Kaewdang, 2005; Khemmani, 1994; ONEC, 2005).
Under the enactment of the National Education Act legislation, Thai teachers and
students are being encouraged to change their roles. The teacher's roles are being
changed from direct teaching to facilitating learning while the student's roles are being
changed from a passive learner to an active learner, that is, able to participate in learning,
seek help and learn by him/herself along with the teacher's guidance (Charupan &
Leksuksri; 2000; ONEC, 2005). However, while the child-centered learning provided by
the law in Thailand, both Thai teachers and children are not yet ready for the dramatic
changes of the new teaching and learning practices (Khemmani, 1994; ONEC, 2005). In
the past, early childhood programs in Thailand put an emphasis on children's physical
well being. Children's social-emotional development is rarely given attention. Children
are traditionally taught to respect and conform to the teachers in the classroom. The
children are expected to restrain their needs, suppress their feelings, and follow the
teachers' instructions (Charupan & Leksuksri, 2000; ONCE, 2005). As a result, Thai
children still lack social-emotional skills required to succeed in the new classroom
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environment in which the children have to share ideas, opinions, and solve problems
when faced with challenges in the classroom (Charupan & Leksuksri, 2000; Kaewdang,
2005; Khemmani, 1994; ONCE, 2005; Sankhariksna & Sumethsenee, 2005).
In the same way, Thai teachers also have inadequate strategies for the new trend
of the child-centered approach (Kaewdang, 2005; Khemmani, 1994; ONCE, 2005;
Sankhariksna & Sumethsenee, 2005). While the new teaching and learning approach
requires teachers to create classroom environments in which teachers respect children's
physical, emotional, and academic needs and value children's innovation and discovery,
there is some evidence that Thai teachers still use the traditional practices, emphasizing
the teacher's authority (Kulapichitr, 2002; Thanasetkorn & Thanasetkorn, 2008). Recent
research on the evaluation of teacher social and moral practices in preschool classroom
has showed that Thai teachers fundamentally use coercion, which stresses children's
respect for adult and adult's authority to instruct and punish children rather than
cooperation, which values mutual respect between teachers and the children and among
the children (Kulapichitr, 2002). The research suggested that teacher's coercive
interaction with children should be considered as the main factor that impedes children's
cooperation and social-emotional and intellectual development. When teachers always
use their authority to dictate what children have to do and punish what not to do, children
conform to the teachers without questions. As a result, children hardly use their
knowledge and analyze information for making decisions and solving problems. In
contrast, a teacher's cooperative interaction with children promote children's cooperation
and intellectual development because children are secure enough to learn from their
mistakes, express their feelings and share their ideas in the classroom (Kulapichitr, 2002).
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Research has shown that teacher interaction practices, which emphasize the teacher's
authority, in Thai classrooms are not encouraging children's social-emotional and
academic development (Fry, 2002; Kulapichitr, 2002; ONEC, 2005).
Furthermore, while the results of the research suggest that there is an urgent need
to improve teachers' interaction skills in Thailand (Fry, 2002; Khemmani, 1994;
Kulapichitr, 2002; ONEC, 2005), it is found that untrained teachers who have no
qualifications at all are teaching in preschool and kindergarten programs (Office of
Commercial Services [OCS], 2002). Even though some teachers have had some teacher
training and qualifications, they rarely have had professional development courses since
they graduated from their teacher training programs (OCS, 2002). Thus, it is evident that
Thai teachers need new effective skills to create responsive and positive classroom
environments in which teachers are able to respond positively to children's needs and
both teachers and children are able to develop mutual respect and trust (Fry, 2002;
Khemmani, 1994; Kulapichitr, 2002; ONEC, 2005).
Pilot study. It is also important to note that the researcher conducted a pilot study
to compare Thai teachers' classroom discipline and American teachers' classroom
discipline with 28 Thai kindergarten teachers and 32 American teachers. The results
showed that American teachers are more likely to use positive discipline and less likely to
use negative discipline, compared to Thai teachers. Based on this research on teachers'
classroom discipline, all Thai participated teachers in the pilot study reported their using
of negative discipline such as raising the voice, making loud noises by hitting a ruler on a
table to keep the children quiet, asking a misbehaved child to bang his/her knuckles hard
on the table, and spanking. The results showed that there is evidence that negative teacher
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interactions are fashionably used in Thai classrooms. These punitive approaches tend to
be typical of Thai teachers (Thanasetkorn & Thanasetkorn, 2008).
According to the research in the United States these punitive discipline may
hinder children in developing trust and secured relationships with the teachers, and as a
result, the children may be hindered in developing their social-emotional and academic
skills (e.g., Goldstein, Arnold, Rosenberg, Stowe, Ortiz et al., 2001; Howes, Burchinal,
Pianta, Bryant, Early, Clifford et al., 2008; Howes, Phillipsen, & Peisner-Feinberg, 2000;
La Paro, Pianta, & Stuhlman, 2004; Pianta, La Paro, & Hamre, 2006). Like previous
research, the researcher suggests that teacher interactions of the teachers in early
education in Thailand need to be improved. Therefore, there is a need for a teacher
training program targeting positive teacher-child interactions in order to improve the
quality of teachers' interaction practices and children's social-emotional development in
Thai classrooms and to reach the children-centered goal of the National Education Act of
1999.
Teacher-child relationships and children's social-emotional and academic
development. The attention to the social-emotional skills of young children has been
gradually increased since the National Education Act 1999 is launched (ONEC, 2005).
As the process of teaching and learning in Thailand is changed from the conventional
practices to a children-centered approach, many Thai teachers have become aware that
children need to be equipped with social-emotional skills required for their adjustment to
the new classroom environment (ONEC, 2005). Thai children were reported as
demonstrating classroom behavioral problem such as anxiety, withdrawn, not following
the teacher's directions, hitting, making loud noise, distract friends from classroom
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activities, withdrawn, and crying (Mueller, Mann, Thanapum, Humris, Ikeda, Takanashi
et al, 1995; Thanasetkorn & Thanasetkorn, 2008; Weisz , Chaiyasit, Weiss, Eastman, &
Jackson, 1995; Weisz, Suwanlert, Chaiyasit, & Walter, 1987; Weisz & Weiss, 1991).
Research has indicated that these inappropriate classroom behaviors are the major
challenges of Thai teachers (Kaewdang, 2005; ONEC, 2005; Sankhariksna &
Sumethsenee, 2005). In addition, there is also some evidence in the Unites States that
these problem behaviors were found to be negatively related to positive teacher-child
relationships and school adjustment, which in turn, affected children's academic
achievement (Birch & Ladd, 1998; Ladd, Birch, & Buhs, 1999; Ladd & Burgess, 1999,
2001).
The notion that children need both social-emotional and academic development
for early school success has been prevalent for more than 30 years in the United States,
(Payton, Wardlaw, Graczyk, Bloodworm, Tompsett, & Weissberg, 2000). Research in the
United States documents that children's social-emotional competence, such as ability to
form positive relationships with teachers and peers and function well in learning
activities, have an influence on children's academic achievement (e.g., Birch & Ladd,
1998; La Paro et al., 2004; Ladd et al, 1999, Ladd & Burgess, 2001; Pianta et al., 2006).
Furthermore, research in the United States has further shown that children's socialemotional skills required for school adjustment and early success are supported by
positive teacher-child relationships (Birch & Ladd, 1998; La Paro et al., 2004; Ladd et
al., 1999, Ladd & Burgess, 2001; Pianta et al., 2006). The quality of the teacher-child
relationships is particularly significant to children's social-emotional and academic
development because it can predict the extent to which children are able to function
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appropriately in learning activities and engage the instructions presented in the classroom
(Harme&Pianta,2001).
The impact of teacher interaction skills on the quality of teacher-child
relationships and children's school outcomes. Considerable research in the United States
has shown for the past decades that teacher interaction practices impact the quality of
teacher-child relationships and children's social-emotional and academic outcomes (e.g.,
Howes et al., 2008; La Paro et al., 2004; Pianta et al., 2006; Perry, Donohue, &
Weinstein, 2007; Yates & Yates, 1990). Research has found that teachers with ineffective
classroom strategies tend to irritably respond to children with behavioral problems and
cannot meet the children's needs (Goldstein et al., 2001; Howes et al., 2000). As a result,
children with behavioral problems are more likely to be disliked by teachers and receive
less social-emotional and academic support from teachers (Goldstein et al., 2001). These
children with behavioral problems develop negative attitudes toward school and are at
risk for early school failure and maladjustment (Arnold, Griffith, Ortiz, & Stow, 1998).
On the other hand, teachers who are willing to find effective classroom strategies tend to
be able to meet the children's needs and be able to establish positive relationships with
the children, which in turn, improve children's social-emotional and academic
development (Howes et al., 2000; La Paro et al., 2004; Pianta et al., 2006). Research has
demonstrated that teachers' classroom strategies, particularly teachers' abilities to
provide children with emotional support and classroom behavioral management skills,
contribute to a high teacher-child relationship quality (Howes et al., 2008; La Paro et al.,
2004; Pianta et al., 2006; Perry et al., 2007; Yates & Yates, 1990). It is evident that
children are provided a positive context for forming positive teacher-child relationships

12
and developing their social-emotional and intellectual skills in the classrooms where
teachers offer both social and cognitive support (Howes et al., 2008; Perry et al., 2007).
Teachers' positive response, sensitivity, and involvement were found to be positively
related to positive teacher-child relationships, school adjustment, and academic
achievement (Ahnert, Pinquart, & Lamb, 2006; La Paro et al., 2004; Pianta et al., 2006;
Yates & Yates, 1990). In addition, research has further suggested that preventive
interventions that help the teachers establish positive teacher-child relationships would
benefit children's school adjustment and academic outcomes (e.g., Ecken, 2003; Harme
& Pianta, 2001; Pianta et al., 2006; Pianta & Nimetz, 2001). While much research in the
United States has long been studying the impact of teachers' interaction practices on
teacher-child relationship quality and children's school outcomes (e.g., Howes et al.,
2008; La Paro et al., 2004; Pianta et al., 2006; Perry et al., 2007; Yates & Yates, 1990),
there is a lack of research on the impact of teacher interaction practices on teacher-child
relationship quality and children's social-emotional and academic outcomes in Thailand
(Fry, 2002; Khemmani, 1994). Therefore, the current study can fill this gap in the
literature by implementing a teacher training program hypothesized to in crease positive
interactions in Thai kindergarten classrooms, and to determine the impact of changes in
teachers' interaction practices on teacher-child relationship quality and children's school
adjustment and academic outcomes in a school in Bangkok, Thailand.
The 101: A Guide to Positive Discipline Training. In order to develop an effective
intervention program, teachers should know how to respond to children's needs in
nonpunitive ways to reduce children's aggressiveness and promote children's confidence
and cooperativeness (Ecken, 2003). Research has showed that the intervention programs
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should aim to equip teachers with positive practices sensitive and responsive to children's
social-emotional and academic needs (e.g., Goldstein et al., 2001; Howes et al., 2008;
Howes et al, 2000; La Paro et al., 2004; Pianta et al., 2006). As it is evident that Thai
kindergarten teachers are likely to use negative classroom discipline to deal with
children's misbehaviors, a training program focusing on positive interaction strategies is
needed for helping these teachers reduce negative interaction practices (e.g., raising the
voice and spanking) and establish positive relationships with their children. Thus, the
current study implemented The 101s teacher training in order to study the impact of The
101s teacher training on the changes in teachers' interaction skills, teacher-child
relationships, and children's school outcomes.
The 101s: A Guide Positive Discipline, authored by Dr. Katherine Kersey, is a
collection of one hundred and one techniques for responding positively to children's
behaviors in order to reinforce preferred behaviors and redirect unfavorable behaviors.
The principles of the award-winning 101s have been tested and used as the fundamental
practices of the early childhood teachers in the Child Development Center and Child
Study Center laboratory school at Old Dominion University for 30 years. The early
childhood education programs and parent education programs at Old Dominion
University also had used The 101s for teacher and parent training. The 101s training was
found to be effective in building positive parent- and teacher-child relationships, creating
supportive learning environment, increasing children's desired behaviors and decreasing
misbehaviors (American Academy of Pediatrics, 1998).
The techniques of The 101 are supported by the findings of previous research that
teachers' positive response, sensitivity, and involvement contribute to positive teacher-
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child relationships and positive school outcomes (Masterson, 2008). The 101s teacher
training includes a CD-ROM set in which the teachers at the Child Development Center
and Child Study Center laboratory schools demonstrated how to use each principle of The
101s in real classroom settings. The 101s teacher training also contains a manual in which
the significance of teacher-child relationship and children's social-emotional
development are explained. In addition, a copy of the principles of The 101s which
simply explained how to use each principle and The 101s report form in which the trained
teachers write down the principles they use each day are included in the manual.
The current study is inspired by current research on the impact of The 101s
training on the changes of teachers' behaviors and attitudes and children's prosocial skills
in preschool classroom in the United States. In her study of 34 preschool classroom in an
urban school district in the United States, Masterson (2008), found that the techniques of
The 101s were effective in helping teachers promote mutual respect and trust classroom
environment and improving children's prosocial skills (Masterson, 2008). However,
while the The 101s: A Guide to Positive Discipline (Kersey, 2006) has been tested in the
United States and found to increase positive and responsive interaction for teachers and
beneficial outcomes for children (Masterson, 2008), it is unclear how the training
transfers across cultures to teachers and children in Thailand. Therefore, the current study
implemented a teacher training program through The 101s: A Guide to Positive
Discipline and examine the impact of The 101 teacher training on teacher-child
relationship quality and children's school adjustment and academic achievement.
Summary. Under the enactment of the National Education Act 1999, children
become the center of teaching and learning process (Kaewdang, 2005; Fry, 2002; ONCE,
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2005). Children's social-emotional development has been increasingly emphasized
(Kaewdang, 2005). However, both teachers and children lack important skills for
achieving the change (Kaewdang, 2005; ONCE, 2005; Sankhariksna & Sumethsenee,
2005). While children need to improve their social-emotional skills required to succeed in
learning in the child-centered approaches, teachers need to improve their interaction skills
required to succeed in facilitating learning for the children (Fry, 2002; ONEC, 2005). It is
evidence that negative teacher-child interaction practices are pervasive in primary
classrooms in Thailand (Thanasetkorn& Thanasetkorn, 2008). Therefore, there is a
significant need for The 101s teacher training program aimed to improve teacher
interaction skills and children's social-emotional and academic development.
In addition, while a great body of research evidence in the United States shows
the impact of positive teacher-child interactions on teacher-child relationship quality and
beneficial school outcomes for children, there is little research in Thailand that supports
the impact of teacher interaction practices on children's social-emotional and academic
development (Fry, 2002). As a result of the current practices in Thailand, research on
teachers' interaction practices that result in teacher-child relationships and children's
social-emotional and academic development is needed in order to enhance the quality of
the national education and achieve the goal of the National Education Act 1997. The
current study can fill this gap in the literature by implementing teacher training program
through The 101s: A Guide to Positive Discipline Training (Kersey, 2006) hypothesized
to increase positive discipline and positive interactions in Thai kindergarten classrooms,
and to determine the impact of changes in teacher-child relationship quality and
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children's social-emotional and academic development in kindergarten classrooms in
Bangkok, Thailand.
Definitions and Cross-Cultural Instruments
Research in the United States has shown the impact of teacher interaction
practices on the teacher-child relationship quality and children's school adjustment,
which in turn, influences children's school achievement. For the purpose of the current
study, this section presents the definitions of teacher interaction practices, teacher-child
relationships, and children's school adjustment. In addition, the instruments used for
assessing each dimension are explained. Since the current research was implemented in
kindergarten classrooms in Thailand, each instrument was translated to Thai language
and piloted in Thai kindergarten classrooms to determine the extent of cultural bias.
Operational definition for teacher interaction practices and instrument. For the
current study, teacher interactions refer negative interaction practices and to positive
teacher interaction practices. The negative teacher interaction practices are defined as the
teacher interactions to children with critical or harsh discipline, verbal punishment, and
physical punishment. The negative teacher interaction practices can be viewed as a form
of punishment (UNESCO, Bangkok, 2006). The negative teacher interaction practices
characterized as critical or harsh discipline for the current study include criticizing, being
irritable, threatening, reprimanding, embarrassing a child/children, and being unnecessary
harsh with a child/children. The negative teacher interaction practices characterized as
verbal punishment include talking to a child or children without explanation, finding fault
easily with a child or children, prohibiting many of the activities a child or children want
to do. Finally, the negative teacher interaction practices characterized as physical
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punishment include spanking, asking a child to bang his/her knuckles hard on the table,
pinching, hair pulling, and any action that hurt children's body (Thanasetkorn &
Thanasetorn, 2008; UNESCO, Bangkok, 2006).
The positive teacher interaction practices include two skills: Classroom
behavioral management skills and Emotional support skills. Research has demonstrated
that teachers' classroom strategies; particularly teachers' abilities to provide children with
classroom management skills and emotional support contribute to teacher-child
relationship quality (Howes et al., 2008; La Paro et al., 2004; Pianta et al., 2006; Perry et
al., 2007; Yates & Yates, 1990). In this study, the principles from The 101s: A Guide
Positive Discipline (Kersey, 2006) are selected to train kindergarten teachers in Thailand,
due to the findings of previous research evidence that teachers' positive response,
sensitivity, and involvement contribute to positive teacher-child relationships and positive
school outcomes (Mastersons, 2008).
For the current study, classroom behavioral management skills is operationally
referred to teachers' abilities to manage children's behaviors, including teachers'
strategies to prevent and redirect children's undesired behaviors. The principles of The
101s related to the classroom behavioral management skills include Make a Big Deal
Principle which provides positive attention to favorable behaviors with praise, hugs, and
positive responses (Huebner & Gilman, 2003; Masterson, 2008; Miller & Sawka-Miller,
2007; Solnick, Rincover, & Peterson, 1997; Stipek, 1997); Incompatible Alternative
Principle which presents a productive incompatible alternative with the unfavorable
behaviors (Burgess, Wojslawowicz, Rubin, Rose-Krasnor, & Booth-Laforce, 2006;
Masterson, 2008; Sroufe, 1983; Tiger, Hanley, & Hernandez, 2006); Choice Principle
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which introduces two positive and acceptable choices (Burgess et al. 2006; Masterson,
2008; Sroufe, 1983; Tiger et al., 2006); When/Then Abuse it/Lose it Principle, which
simply and positively requests desired behaviors before the behavior the child want to
conduct, such as "When you finish your dish, then you may eat some ice-cream"
(Dreikurs, 1968; Dreikurs, Grunwald, & Pepper; 1982; Masterson, 2008); I Message
Principle which expresses the feeling towards the unfavorable behaviors and simply and
positively request the desired behaviors, such as "When you leave blocks on the floor, the
class is messy, and I feel upset. I would like for you to clean up the blocks" (Gordon,
2003); Timer Says It's Time Principle which sets a tinier to help children prepare to make
transitions (Kersey, 2006); and Whisper Principle which calmly responds by lowering
voice to a whisper in order to get attention (Adler & Stein, 2005; Masterson, 2008).
The teacher interaction skill of emotional support for the current study is
operationally referred to a positive emotional climate in which teachers are able to create
the classroom, including how warm, respectful, anger, sarcasm, and irritability the
teachers act toward the children in their classrooms. The principles of The 101s related to
the positive emotional support skills include Belonging and Significance Principle which
assigns significant jobs to a child and reminds him/her that the jobs don't get done
without him/her (Eisenberg, & Mussen, 1989; Masterson, 2008; Weiner, 1979); Get on
the Child's Eye Level Principle which gets down on a child's eye level when responding
and talking to the child (Hornik, Risenhoover, & Gunnar, 1987; Masterson, 2008;
Walden & Ogan, 1988); and Validation Principle which validates the child's needs and
feelings (Ackerman & Youngstrom, 2001; Masterson, 2008; Raiker &Thompson, 2006).
These techniques of The 101s are hypothesized to increase in the use of positive teacher-
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child interaction, including classroom behavioral management skills and emotional
support, and decrease in the use of negative teacher-child interaction in Thai classrooms.
For the current study, The 101s Teacher Interaction Checklist (Masterson & Kersey,
2008) was used to assess the positive teacher interaction practices, including classroom
behavioral management skills and emotional support, that are supported by The 101s: A
Quids to Positive Discipline teacher training. For the purpose of the current study, the
researcher developed an additional part of The 101s Teacher Interaction Checklist (See
Appendix A) based on the pilot study on the typical discipline Thai teachers use in the
kindergarten classrooms. Therefore, the negative teacher-child interaction was evaluated
using the additional part of The 101s Teacher Interaction Checklist (Thanasetkorn, 2008).
Definition for teacher-child relationship quality. For the current study, the quality
of the teacher-child relationship refers to an internal, psychological process describing the
teacher's assessment of his/her relationship with a child (Pianta, 2001). Pianta and
Steinberg (1992) have constructed three qualities of the teacher-child relationship using
teacher's perception of his/her relationship with a child: Closeness, Dependence, and
Conflict. The closed teacher-child relationship refers to "the degree of warmth and open
communication that exists between a teacher and a child, and may function as a support
for young children in the school environment" (Birch & Ladd, 1997, p. 62). The
dependent teacher-child relationship is characterized as "possessive and clingy child
behaviors that are indicative of an overreliance on the teacher as a source of support" (p.
63). Finally, the conflictual teacher-child relationship is identified as "discordant
interactions and a lack of rapport between teacher and the child" (p. 63). For the current
study, the Student-Teacher Relationship Scale (STRS; Pianta, 2001) (See Appendix B)
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was used to assess the quality of teacher-child relationships. The researcher focuses on
the relationship between the three aspects of the teacher-child relationships (i.e.,
closeness, conflict, dependence), as rated by the teacher on the STRS. It is hypothesized
that the changes in teacher interaction practices affect the certain features of the teacherchild relationships (i.e., closeness, conflict, dependence), which in turn, affect children's
school adjustment and academic achievement.
Definition for school adjustment. School adjustment in the current study refers to
teachers' perceptions of children's school liking and avoidance, and their classroom
behaviors conducive to learning. School liking is defined as children's positive feeling
towards the school which reflects their ability to adjust to school whereas school
avoidance is defined as children's negative feeling towards the school which reflects their
school adjustment difficulties (Birch & Ladd, 1997). Classroom behaviors conducive to
learning are defined as a set of skills required for succeeding in learning, including both
children's cooperative participation and self-directedness. The behaviors related to the
children's cooperative participation and self-directedness are self-control, motivation,
staying on task, organizing work materials, working independently listening and
following directions, paying attention to classroom activities, and participating
appropriately in groups, persistence, attention, motivation (Birch & Ladd, 1997). These
multi-aspects of school adjustment, including school liking, school avoidance,
cooperative participation and self-directedness, were assessed by teacher rating on the
Teacher Rating Scale of School Adjustment (TRSSA, Birch & Ladd, 1997) (See
Appendix C). It is hypothesized that the changes in teacher interaction practices affect the
multi-aspects of children's school adjustment (i.e., school liking, school avoidance,
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cooperative participation and self-directedness) which are related to children's school
achievement. It is also hypothesized that there are positive correlations between the
certain features of the teacher-child relationships (i.e., closeness, conflict, dependence)
and the multi-aspects of school adjustment (i.e., school liking, school avoidance,
cooperative participation, and self-directedness).
Purpose of the Study
The purpose of the present study is twofold: First, to examine the contribution of
the principles of The 101s: A Guide Positive Discipline on the changes in teachers'
interaction practices, the quality of teacher-child relationships, and children's school
adjustment and second, to examine how these changes impact children's academic
achievement in kindergarten classrooms in Thailand. It is proposed that after The 101s
training, the use of the principles in The 101s: A Guide Positive Discipline (Kersey,
2006) are more increased in the teacher training classrooms where teachers received the
training than the classrooms where the teachers received no training as measured by The
101s Teacher Interaction Checklist. Additionally, trained teachers who implement
The 101s principles in their classrooms have more positive relationships with their
children than teachers who received no training as measured by the Student-Teacher
Relationship Scales (STRS; Pianta, 2001). Furthermore, the children whose teachers
received ThelOls teacher training have higher scores on school adjustment as measured
by the Teacher Rating Scale of School Adjustment (TRSSA; Birch & Ladd, 1997) and
higher academic scores as measured by children's report cards when compared to the
children whose teachers received no training. Figure 1 demonstrates the hypothesized

22

effects of The 101 training on the quality of the teacher-child relationships, children's
social-emotional competence, and teaching practice.

Teacher Interaction Practices
(Masterson & Kersey, 2008;
Thanasetkorn, 2008)
i'

Quality of Teacher-Child
Relationships
(STRS; Pianta, 2001)

The 101s
Teacher
Training

/
^

Students'
Sc hool Adjustment
(T RSSA; Birch &
Ladd, 1997)

<

•

Students' Academic
Achievement
(School Report Cards)

Figure 1. Conceptual model and assessments to support study.

Research Questions
The purpose of the current study is to evaluate the impact of The 101s training on
the changes in teachers' interaction practices, the teacher-child relationship quality, and
the children's school adjustment in teacher training and no teacher training groups. The
second purpose of the current study is to examine whether children's academic
development is mediated by The 101 training. Therefore, further research questions
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would evaluate how these changes affect children's academic achievement in teacher
training and no teacher training groups. To address the first purpose of the current study,
the research questions for the current study are:
1. After The 101s teacher training, do teachers in The 101s training group have
higher measures of positive teacher interaction subscale scores and lower
measures of negative teacher interaction subscale scores than The 101s parent
training and control teachers who were not trained in The 101s training as
measured by The 101s Teacher Interaction Checklist (Masterson & Kersey, 2008;
Thanasetkorn, 2008)?
2. After The 101s teacher training, do teachers in The 101s training group have
higher measures of teacher-child closeness subscale scores and lower measures of
teacher-child conflict and teacher-child dependence subscale scores than The 101s
parent training and control teachers as measured by the STRS (Pianta 2001)?
3. After The 101s teacher training, do The 101s intervention group children whose
teachers have been trained in The 101s have higher measures of school liking,
cooperative participation, and self-directedness subscale scores and lower
measures of school avoidance subscale scores than The 101s parent training and
control children whose teachers were not trained in The 101s as measured by the
TRSSA (Birch & Ladd, 1997)?
In order to examine whether children's academic development is mediated by The
101s training, further research questions are:
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4. Does The 101s training result in a positive correlation between the teachers' use
of positive discipline as measured by The 101s Teacher Interaction Checklist and
the teacher-child relationship quality as measured by the STRS?
5. Does The 101s training result in a positive correlation between the positive
teacher-child relationship quality as measured by the STRS and children's school
adjustment as measured by the TRSSA?
6. Does The 101s training result in correlations between the teacher-child
relationships and children's academic achievement, and correlations between
children's school adjustment skills and children's academic achievement as
measured by academic scores?
Research Hypotheses and Variables
The hypotheses associated with the first question are:
H0: After The 101s training, there is no difference between the mean scores on
teachers' interaction practices in The 101s training group and the other two
groups.
Hi: After controlling for the pretest teacher interaction practices, The 101s trained
teachers have significantly higher mean scores on positive teacher interaction
practices and lower scores on negative teacher interaction practices than the
teachers in The 101s parent training and control groups.
The variables for this hypothesis are the impact of one independent variable (The
101s teacher training and no training) on measures of two dependent variables (positive
interaction practices and negative interaction practices). The 101s Teacher Interaction
Checklist (Masterson & Kersey, 2008; Thanasetkorn, 2008) are used to measure the
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change in the dependent variables of positive teacher interaction practices and negative
teacher interaction practices.
The hypotheses associated with the second question are:
Ho: After The 101s teacher training, there is no difference between the mean
scores on the three qualities of teacher-child relationships (i.e., Closeness,
Conflict, and Dependence) in The 101s training group and the other two
groups.
Hi: After The 101s teacher training, The Wis trained teachers have significantly
higher mean scores on close teacher-child relationships and lower mean
scores on conflictive and dependent teacher-child relationships than the
teachers in The 101s parent training and control groups.
The variables for this hypothesis are the impact of one independent variable (The
101s teacher training and no training) on the three dependent variables for teacher-child
relationship quality, as assessed by the Student-Teacher Relationship Scale (Pianta, 2001)
for closeness, conflict, and dependence.
The hypotheses associated with the third question are:
Ho: After The 101s teacher training, there is no difference between the mean
scores on children's school adjustment in The 101s training group and the
other two groups.
Hi: After The 101s teacher training, The 101s intervention group children whose
teachers have been trained in The 101s have significantly higher mean scores
on school liking, cooperative participation, and self-directedness and lower
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mean scores on school avoidance than the children whose teachers received
no training in The 101s parent training and control groups.
The variables for this hypothesis are the impact of one independent variable (The
101s teacher training and no training) on the four dependent variables for children's
school adjustment, as assessed by the Teacher Rating Scale of School Adjustment
(TRSSA; Birch & Ladd, 1997) for school liking, school avoidance, cooperative
participation, and self-directedness.
The hypotheses associated with the fourth question are:
H0: The 101s training does not result in any correlation between the teachers
interaction subscales as measured by The 101s Teacher Interaction Checklist
and the teacher-child relationship subscales as measured by the STRS.
Hi: The 101s training results in a correlation between teacher interaction
subscales as measured by The 101s Teacher Interaction Checklist and the
teacher-child relationship subscales as measured by the STRS.
The variables for this hypothesis are the correlation between the variables for
positive and negative teacher interaction practices, as assessed by The 101s Teacher
Interaction Checklist and the variables for teacher-child relationship qualities, as assessed
by the Student-Teacher Relationship Scale for closeness, conflict, dependence.
The hypotheses associated to the fifth question are:
Ho: The 101s training does not result in any correlation between the teacher-child
relationship subscales as measured by the STRS and children's school
adjustment subscales as measured by the TRSSA.

Hi: The 101s training results in correlations between the teacher-child relationship
subscales as measured by the STRS and children's school adjustment
subscales as measured by the TRSSA.
The variables for this hypothesis are the correlations between the variables for
teacher-child relationship subscales, as assessed by the Student-Teacher Relationship
Scale for closeness, conflict, dependence and the variables for children's school
adjustment subscales, as assessed by the Teacher Rating Scale of School Adjustment for
school liking, school avoidance, cooperative participation, and self-directedness.
The hypotheses associated to the sixth question are:
Ho: The Wis training does not result in any correlation between the teacher-child
relationship subscales as measured by STRS and children's school
adjustment subscales as measured by the TRSSA and children's academic
achievement as measured by children's language scores and critical thinking
scores.
Hi: The 101s training results in correlations between the teacher-child relationship
subscales as measured by STRS and the children's school adjustment
subscales as measured by the TRSSA and children's academic achievement
as measured by children's language scores and critical thinking scores.
The variables for this hypothesis are the correlations between the variables for
teacher-child relationships, as assessed by the Student-Teacher Relationship Scale for
closeness, conflict, dependence and children's school adjustment, as assessed by the
Teacher Rating Scale of School Adjustment for school liking, school avoidance,
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cooperative participation, and self-directedness and variables for children's academic
skills, as measured by children's language scores and critical thinking scores.
Overview of Methodology
The methodology employed to address the research questions in this comparison
group pre-test/post-test quasi-experimental design includes examinations of The 101s
teacher training effectiveness and teachers' interaction practices, teacher-child
relationship quality, and children's social-emotional and academic outcomes. Simple
random sampling was utilized to select one out of 50 school districts to be the sample of
the study. Then, systematic random sampling was utilized to select schools to be
intervention and control groups from a list of the entire elementary schools containing
kindergarten program in the school district. The sample of this study included 20 teachers
and 164 children from ten kindergarten classrooms in two elementary schools in
Bangkok, Thailand. The intervention group or The 101s teacher training group, in which
the teachers participated in The 101s teacher training, consisted of 6 kindergarten
teachers and 59 children were part of the classrooms. The 101s parent training group, in
which the parents participated in The 101s parent training but the teachers received no
The 101s teacher training, consisted of 6 kindergarten teachers and 50 children were part
of the classroom. The control group, in which neither teachers nor parents participated in
The 101s teacher training, consists of 8 kindergarten teachers and 55 children were part
of the classrooms.
The kindergarten teachers in The 101s teacher training group received positive
discipline training through The 101s: A Guide to Positive Discipline whereas the
kindergarten teachers in the The 101s parent training and control groups received no

training. The teachers' interaction practices were observed using The 101s Interaction
Checklist (see Appendix A) and compared between The 101s teacher training and the
other two groups (i.e., The 101s parent training and control groups). Moreover, the
teacher-child relationship qualities as measured by the Student-Teacher Relationship
Scale (STRS, see Appendix B) and children's school adjustment skills as measured by
Teacher Rating Scale of School Adjustment (TRSSA, see Appendix C) were rated by the
teachers and compared between The 101s teacher training and the other two groups (i.e.,
The 101s parent training and control groups). In addition, children's language and critical
thinking skills were compared between The 101s teacher training and the other two
groups (i.e., The 101s parent training and control groups) using report cards.
Procedures for data collection are: (a) The approval to implement research
involving human subjects was submitted to and approved by the Institutional Review
Board (IRB) in April 2009, (b) Permission to conduct the research and letters of informed
consent (See Appendix D) were obtained in May 2009, (c) the STRS (Pianta, 2001), and
the TRSSA (Birch & Ladd, 1997) were given to the teachers in The 101s teacher training,
The 101s parent training, and control groups on the first day of school and gathered
during the early weeks of kindergarten as pretest data, (d) the teachers in The 101s
teacher training, The 101s parent training, and control groups were observed by two
trained observers using The 101s Teacher Interaction Checklist (Marie & Kersey, 2008;
Thanasetkorn, 2008) before the teachers in The 101s teacher training group received The
101s training, (e) children were given academic pretest using their regular classroom
exams and their academic grades on their report cards were collected before the teachers
in The 101s teacher training group receive The 101s teacher training, (f) after the teachers

in The 101s teacher training group participated in The 101s training, the data of The 101s
Teacher Interaction Checklist (Marie & Kersey, 2008; Thanasetkorn, 2008), the STRS
(Pianta, 2001), the TRSSA (Birch & Ladd, 1997), and children's report cards were
gathered again as posttest data.
Descriptive and inferential methods of data analysis were employed to address the
six quantitative research questions of the study. Inferential analysis was performed to
address the impact of The 101s teacher training on teacher interaction practices and
subsequent teacher-child relationship quality and children's social-emotional and
academic outcomes. The inferential analysis was performed using an alpha level of 0.05.
A series of multivariate analysis of covariance (MANCOVA) were performed to examine
the effect of The 101s training (Independent Variable) on posttest teacher interaction
scores, the teacher-child relationship scores, and children's school adjustment scores
(Dependent Variables). In addition, a correlational analysis was performed to investigate
the relationships among teacher interaction practices, the teacher-child relationship
qualities, the children's school adjustment and academic achievement.
Limitations
This section presents the limitations of the current study. First, the limitation of
the study associated with a threat to internal validity could be the differential selection.
The lack of randomization might lead to the interference of unexpected extemporaneous
variables, such as teacher education, teacher experience, socio-economic status of the
teacher and children, children's academic scores, and parent education. These unexpected
extemporaneous variables may impact the causal link between the independent variable
and dependent variables. To address this concern, the participated elementary schools of
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the current quasi-experimental research were selected by simple random sampling. Then,
the teachers and classrooms of the study were selected to be The 101s teacher training,
The 101s parent training, and control groups from the list of the private elementary
schools in Khet Chatuchak. In addition, a series of MANCOVA were use to covary out
the teachers and children's background to ensure the intrusion of the unexpected
extemporaneous variables.
Second, researcher bias could be another limitation associated with a threat to
internal validity. To address this concern, double blind assignment was utilized to control
variables. The participants did not know who are in The Wis teacher training, The 101s
parent training, and control groups. In the same manner, the trained observers did not
know which teachers were in The 101s teacher training, The 101s parent training, and
control groups. The trained observers did not participate in The 101s teacher training.
Inter-rater reliability was also assessed according to the consistency of implementing the
rating system to ensure the agreement between the raters and the researcher.
Third, another major limitation of the study associated with a threat to internal
validity could be selection-maturation. Since the current research was conducted
throughout a school semester, the children's social-emotional and academic development
might be improved as they grow up. The participants might also have different
maturation rates. Therefore, the pretest and posttest nonequivalent control group design
was used to reduce the threat to internal validity.
In addition, some threats to internal validity that might happen to be limitations
could be history and selection-mortality. History as a threat to internal validity might
happen when there is an event that occurs during the course of the program that might
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impact the final outcome. For example, the teachers in either intervention group or
control group might have family problems that affect their teaching. Selection-mortality
as a threat to internal validity might happen when several children in either intervention
group or control group drop out of the program. However, through the research
implementation, none of the history and selection mortality as threats to internal validity
occurred.
Next, threats to external validity are followed. The limitation associated with a
threat to external validity is selection treatment interaction. The convenience sample and
the simple random sampling of the participants limit the generalizability of the study.
Finally, Hawthorne Effect could present a threat to external validity. To address this
concern, all teacher participants in the intervention and control groups were informed that
they would receive training as part of the school's professional development program,
regardless of their assignment in either teacher training, parent training, or control
groups. The teacher participants in The 101s parent training and control groups also
received The 101s teacher training after the posttest dada was collected. The teacher
participants in The 101s teacher training, The 101s parent training, and control groups
were provided with snacks and drinks while participating in The 101s teacher training.
The teacher participants in The 101s teacher training, The 101s parent training, and
control groups also received timers as tools for using Timer Principle in their classrooms.
Significance and Applicability of the Study
Through the educational reform movement, the attention to the significance of
social-emotional competence to children's early school success has been increasing in
Thailand. The government has acknowledged that both Thai teachers and children need
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effective skills for successful teaching in the new child-centered environment (ONEC,
2005). There is some evidence that Thai teachers still rely on their authority in managing
children's behaviors (Kulapichitr, 2002; Thanasetkorn, 2008). This has been found to
impede children's cooperation and social-emotional and intellectual development
(Kulapichitr, 2002). While considerable research in the Unites States has shown for the
past decades that relational formation between teacher and children in the classroom
forecasts later school adjustment and academic achievement (Birch & Ladd, 1997; Hamre
& Pianta, 2001; Pianta & Nimetz, 1991; Pianta, et al., 1995), there is little research
evidence in Thailand that supports the impact of teacher interactions on the quality of
teacher-child relationships and children's school outcomes. In addition, while the The
101s: A Guide to Positive Discipline (Kersey, 2006) has been used effectively as the
fundamental practice in preschool classrooms in Child Development Center and Child
Study Center at Old Dominion University, Norfolk, Virginia, USA. The implementation
of The 101s: A Guide to Positive Discipline has been found to increase positive and
responsive interaction for teachers and beneficial outcomes for children (Masterson,
2008). However, it is unclear how the training transfers across cultures to teachers and
children in Thailand. The current study explored the impact of The 101s teacher training
on teacher-child relationship quality and children's outcomes in kindergarten classrooms
in Thailand. The results of the study provide further suggestions for effective teacher
practice in Thailand. The findings also provide an opportunity to contribute to the
growing body of cross-cultural research regarding the intervention of teacher-child
interactions, teacher-child relationship quality, and children's social-emotional and
academic outcomes.

Overview of Literature Review
Several approaches were used for finding relevant literature. Database searches
were employed to search for peer-reviewed and professional journals in early childhood
education. Federal government websites in Thailand were utilized to provide information
and statistics that support the background and the need for the current study. The
literature review presented in the next chapter supports the premises that (1) teachers'
interaction strategies impact children's behaviors and the quality of teacher-child
relationships in the classroom context, particularly teachers' ability to provide children
with social-emotional support and to manage children's behavior. An additional premise
is that (2) the quality of the teacher-child relationships impacts children's socialemotional development and, in turn, (3) children's social-emotional development impacts
their academic development. The literature review is arranged by the premises and the
research questions that concentrate on the significance of the teacher-child interactions to
the teacher-child relationship quality and the social-emotional and academic
development. A cross-cultural study on the comparison between the teacher-child
interactions in Thai and U.S. classrooms are provided. The impact of the teacher-child
interaction on the quality of the teacher-child relationships and the children's school
adjustment and academic achievement is discussed.
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CHAPTER II
REVIEW OF LITERATURE
A review of relevant literature on the relationship between caregiver interaction
and the child's well being is summarized and divided into four sections in this chapter.
The first section explores the evidence and empirical-based research on the differences
between teacher-child interactions in Thai classrooms and American classrooms. The
second section investigates the empirical-based research on impact of teacher interaction
practices on the quality of teacher-child relationships and children's social-emotional and
school outcomes. The third section addresses the empirical-based research on the links
between teacher-child relationships and children's social-emotional and academic
development. Finally, the fourth section examines the empirical-based research on the
links between social-emotional competence and early school success.
The Comparisons between Children's Behaviors and Teacher Interactions in Thai and
American Classrooms
A substantial amount of research in early childhood education has provided the
understanding of the impact of teacher interaction practices on children's socialemotional and academic outcomes. However, much research on children's behaviors and
teacher-child interaction is based in the United States. In order to examine how American
approaches to classroom discipline would be effective for Thai teachers and children, it is
important to understand teacher-child interactions in classrooms in Thailand. This section
presents cross-cultural research on Thai children's behaviors compared to American
children's behaviors and Thai teacher interaction practices compared to American
teachers.

In 1987, Weisz and Walter worked together with the other two Thai colleagues,
Suwanlert and Chaiyasit, to examine behavioral problems among children (4-11 years
old) and adolescents (12-16 years old) from Thailand and the United States. A sample of
the study included 760 clinic-referred children, 376 from Thailand and 384 from the
United States, whose parents sought for their child or adolescent clinic treatment. The
behavioral problems of the sample were reported by the children's parents. Then, the
trained recorders matched the behavioral problems reported by the parents to the 118
items on the Child Behavior Checklist (CBCL). The matched results were translated into
two subscale scores; an over-controlled score (e.g., somaticizing, fearfulness, nervous
moment, worrying) and an under-controlled score (e.g., disobedience, fighting, lying,
arguing). The results showed that Thai children and adolescents were reported as having
over-controlled problems much more often than American children and adolescents
whereas American children and adolescents were reported as having under-controlled
problems much more often than Thai children and adolescents. The authors further
explained that Thai children and adolescents were reported as having higher scores on
over-controlled problems than American children and adolescents may be because of the
Thai culture in which Thai adults would encourage children to restrain their needs and
condemn children's aggressiveness and disobedience (Weisz, Suwanlert, Chaiyasit, &
Walter, 1987). Weisz et al. (1987) suggested that culture plays an important role in
understanding adults' expectations of children's behaviors and adults' responses to
children's behavioral problems.
Weisz & Weiss's (1991) study is consistent with previous study conducted by
Weisz et al. (1987). Weisz & Weiss also found in their research comparing Thai and
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American children's behavioral problems requiring for clinical treatment using a new
statistic, Referability Index (RI), that children with under-controlled problems were
significantly more referred to treatment in the United States than in Thailand while Thai
children were likely to be equally referred children with over-controlled and undercontrolled problems. The findings further showed that over-controlled problems,
including having strange behaviors, fears school, headaches, problems with eyes, selfconscious, vomiting, overtiredness, visual hallucinations, stomachaches, nervousness,
and twitches, were more reported on the Thai list of problems than on the American list.
On the other hand, under-controlled problems, including sulking, fighting, swearing,
exhibiting mood changes, being cruel to animals, threatening people, lying, cheating,
having sexual problems, arguing, and being unusually loud, were more reported on the
American list of problems than the Thai list. The authors suggested that it is important to
understand the child's culture as a factor to understand the prevalence of each child's
behavioral problems (Weisz & Weiss, 1991).
Previous cross-cultural studies have shown that Thai parents often reported their
child and adolescent as having over-controlled problems (Weisz et al., 1987; Weisz &
Weiss; 1991). However, recent cross-cultural research on children's disruptive behaviors,
using teacher reports, has shown that Thai teachers rated Thai children as having more
over-controlled and under-controlled problems than American teachers (Mueller et al.,
1995; Weisz, Chaiyasit, Weiss, Eastman, & Jackson, 1995). Mueller et al. (1995)
conducted research on the influence of cultures in five countries, including China,
Indonesia, Thaialnd, Japan, and the United States, on the teachers' perception of
children's behavior in order to examine the differences of children's disruptive behaviors
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among the countries. A sample of 130 teachers from the five counties (20 Chinese, 28
Indonesia, 23 Japanese, 16 American, and 23 Thai) participated in the study. The
participating teachers from the five countries were asked to watch a series of eight
videotape vignettes in which children displayed various kinds of disruptive behaviors in
solitary and group activity. After watching the videotape vignettes, the teacher were
asked to rate children's behaviors on the Diagnostic and Statistical Manual of Mental
Disorders (DSM-III-R). The teachers' perceptions of disruptive behaviors were
calculated and interpreted as three constructs: Underactive, Normal, and Overactive.
Together, the participating teachers had to decide whether the children in the vignettes
need treatment. The results showed that American and Japanese teachers rated
significantly lower in children's disruptive behaviors than did Chinese, Indonesia, and
Thai teachers. The authors suggested that the teachers' perception on children's
behavioral problems from the five countries may reflect different cultural expectations
for children's appropriate behaviors (Mueller et al., 1995). For example, American and
Japanese teachers may not have rated children's individual expressions as disruptive
behaviors because creativity and individual expression are valued in American and
Japanese classrooms (Mueller et al., 1995). In contrast, Asian teachers, especially Thai,
Indonesia, and Chinese teachers, rated children's individual expressions as disruptive
behaviors because deference and emotional inhibition are valued in Thai, Indonesia, and
Chinese classrooms (Mueller et al., 1995, Weisz et al., 1987).
In their study of a sample of 144 children (72 Thai children and 72 American
children, Weisz, Chayasit, Weiss, Eastman, and Jackson (1995) examined the influence
of cultural differences on children's behavioral problems. The Child Behavior Checklist
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(CBCL; Achenbach & Edelbrock, 1986) and direct observations were used to assess
behavioral problems in American classrooms. The Teacher Report Form (TRF;
Achenbach & Edelbrock, 1986), a list of 118 items on the CBCL including additional 24
items concerning Thai culture, and direct observations were used to assess behavioral
problems in Thai classrooms. The results from the direct observations showed that undercontrolled problem behaviors occurred in both Thai and American classrooms much
more often than over-controlled problem behaviors. In addition, while the results showed
that under-controlled problem behaviors in American classrooms were observed as
having higher rates than in Thai classrooms, there was no difference in their rates of overcontrol problem behaviors between Thai and American classrooms (Weisz et al., 1995).
However, the results from the teacher reports showed different results from the direct
observations. Based on the results from the teacher reports, Thai teachers rated Thai
children as having many more behavioral problems compared to American children. The
researchers suggested that the results may reflect the cultural differences resulting in the
different perceptions of Thai and American teachers on children's behavioral problems.
In the same way, the results may reflect the differences in Thai and American teaching
practices and their expectations for children's behaviors (Weisz et al. 1995). For
example, Thai teachers may be stricter than American teachers; therefore, Thai teachers
rated Thai children as having serious problems while American teachers viewed the same
behavioral problems as normal (Weisz et al., 1995). In addition, the findings also
indicated that Thai teachers may expect children's conformity and quietness; therefore,
they are more sensitive to children's disruptive behaviors compared to American teachers
(Weisz e t a l , 1987, 1995).
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Previous cross-cultural research illustrates the comparisons of Thai and American
children's behaviors based on the perceptions of parents and teachers (e.g., Mueller et al.,
1995; Weisz et al., 1987, 1995; Weisz & Weiss, 1991). These research studies have
demonstrated useful results for understanding cultural standards of children's behaviors.
However, because the previous researchers collected the data by coding referred
children's behavioral problems from parents' and teachers' reports (Weisz et al, 1987;
Weisz & Weiss, 1991) and a series of video vignettes (Mueller et al., 1995), the previous
research lacks information of children's disruptive behaviors in real settings such as the
classrooms. Therefore, the researcher of this current study and a colleague conducted a
pilot study on typical problem behaviors in classrooms in Thailand and the United States.
In addition to children's problem behaviors, this research also compares Thai and
American teachers' ways of responding to those disruptive behaviors.
In the pilot study conducted by the researcher and a colleague, 60 kindergarten
teachers participated (28 Thai and 32 American). The purpose of the study is twofold: (1)
to overview the prevalence of classroom misbehavior and typical teachers' approaches to
classroom discipline in Thai and American classrooms and (2) to compare and contrast
children's classroom misbehavior and teacher interaction practices between Thai and
American classrooms. The participating teachers received two open-ended questions
written on a piece of paper. The two questions are: (1) "What are the greatest problem
behaviors that you see your students demonstrate which you see as classroom
interruptions?" and (2) "What behavior management strategies would you most likely use
to cope with these problem behaviors?" Regarding children's classroom disruptive
behaviors, the results showed that 100% of American teachers (or 32 teachers) reported
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that hitting, getting others to join any disruption, crying, not following directions, being
withdrawn, yelling, and getting out of one's seat were typical classroom disruptive
behaviors that occurred in their classrooms while 6.25% of American teachers (or 2
teachers) also added the behaviors of not sharing, not taking turns, throwing toys, and
saying mean things as typical classroom misbehavior that occurred in their classrooms.
Likewise, 100% of Thai teachers reported that hitting, getting others to join any
disruption, distracting friends from learning activities, crying, not following directions,
being withdrawn, and making loud noises were typical classroom disruptive behaviors
occurred in their classrooms. 75%) of Thai teachers (or 21 teachers) reported that
withdrawing from activities was typical classroom misbehavior. In addition, about 14%
of the Thai teachers (or 4 teachers) also reported that behaviors such the being hungry
and thirsty all the time and lying were types of misbehavior in their classrooms. The
results indicated that Thai children conducted disruptive behavior similar to American
children (Thanasetkorn & Thanasetkorn, 2008).
Regarding the teachers' approaches to classroom discipline, the results showed
that 75% of American teachers (or 24 teachers) reported their use of positive discipline
including redirection, praising desired behaviors, ignoring misbehaviors, singing, giving
stickers for desired behaviors, explaining, and modeling. 25% of American teachers (or 8
teachers) reported their use of time-outs to deal with misbehavior children. In addition,
about 34%) of American teachers (or 11 teachers) would use one-on-one counseling with
misbehaved children, taking to the principals, and talking to the parents. In contrast,
100% of the Thai teachers reported their use of negative discipline, including raising the
voice, making loud noises by hitting a ruler on a table to keep the children quiet, asking a

42
misbehaved child to bang his/her knuckles hard on a table, and threatening the children.
93% of the Thai teachers (or 26 teachers) reported their use of spanking. The results
indicated that Thai teachers are more likely to use negative discipline and less positive
discipline than do American teachers in order to deal with the children in the classrooms.
These punitive approaches tend to be typical of Thai teachers (Thanasetkorn &
Thanasetkorn, 2008).
The results in the pilot study (Thanasetkorn & Thanasetkorn, 2008) are consistent
with the previous research conducted by a foreign teacher in an international school in
Thailand. Deveney (2005), a primary class teacher in an international school in Thailand,
conducted research on Thai culture and its impact on Thai students' behaviors with 29
foreign primary and secondary teachers teaching in the same international school. In her
study, questionnaires were given to the participants to ask about their attitudes toward
teaching Thai children in Thailand and their perceptions on Thai children's behaviors.
The findings showed opposite responses between primary and secondary teachers. While
the secondary teachers, teaching ages 10 to 11, agreed that their Thai students were quiet
and well behaved in the classrooms, the primary teachers, teaching ages 3 to 4 and 8 to 9,
disagreed. The primary teachers thought that their Thai children were not always quiet
and well-behaved. In contrast, while the primary teachers agreed that their Thai children
were willing to participate in class discussions, the secondary teachers disagreed. The
secondary teachers thought that it was hard to get their Thai students to participate in
class discussions. However, when asked about the factors considered important for
teaching Thai children, most of the teachers in both primary and secondary levels agreed

43

that a positive and supportive classroom environment was the key factor for their Thai
students to develop their confidence to participate in classroom discussions.
Deveney (2005) concluded that the Thai culture in which children are expected to
restrain their needs, not express their feelings, and respect and conform to teachers,
affects Thai students in the international school in Thailand. The Thai children's culture
was established strongly by the age often. As a result, when they moved up to secondary
school, most of them were quiet, well-behaved, and passive. In order to effectively teach
Thai children, the author suggested that teachers need to develop skills required for
creating a supportive classroom environment in which all children are confident to
engage in classroom activities (Deveney, 2005).
Previous cross-cultural research has demonstrated the valuable results of Thai
children's behavioral problems compared to American children (Mueller et al., 1995;
Weisz et al. 1987; Weisz et al., 1995; Weisz & Weiss, 1991). However, the previous
research based its results on children's behaviors in clinical treatment, not in a real setting
such as in the classroom (Mueller et al., 1995; Weisz et al. 1987; Weisz & Weiss, 1991).
Thus, the pilot study (Thanasetkorn & Thanasetkorn, 2008) and the recent research
conducted in an international school in Thailand (Deveney, 2005) can provide the typical
teacher-child interactions in Thai and American classrooms. Next section, the empiricalbased research on the significance of teacher interactions and teacher-child relationships
are presented.
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The Impact of Teacher Interaction Strategies on Teacher-Child Relationship Quality and
Children's Social-Emotional and Academic Development
Research showed that children's social behaviors and school adjustment affected
their relational formation and abilities to function well in classrooms (Birch & Ladd,
1998; Ladd, Birch, & Buhs, 1999; Ladd & Burgess, 1999, 2001). Nonetheless, teacher
interaction practices can be important predictors of teacher-child relationship quality,
children's social-emotional adjustment, and early school success (e.g., Goldstein et al.,
2001; Howes, Burchinal, et al., 2008; Howes, Phillipsen et al., 2000; La Paro et al., 2004;
Pianta et al., 2006). This section starts with the impact of adult-child interactions on
teacher-child relationships and children's social-emotional and academic development,
and then synthesizes the literature review that support the significance of teacher
interaction skills to the quality of teacher-child relationships and children's socialemotional and academic outcomes.
Many studies found that individual differences in caregiver-child attachment
relationships are strongly linked to children's learning and school adjustment (e.g., Bus &
Van IJzendoorn, 1988; Sroufe, 1983). For example, Bus & Van IJzendoorn (1988) found
in their study of the relationship among emergent literacy skills, mother-child interaction,
and security of child-mother attachment that secure-attachment children required less
discipline, engaged in more spontaneous reading, received more instruction, and had
higher levels of emergent literacy than insecure-attachment children. Moreover, Sroufe
(1983) found in her study of preschool children that a history of insecure attachment
predicted the rejection from peers and adults in preschool as well as in learning problems.
In addition, children whose families have multiple risk factors, such as low-income
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family, low-educated parents, a single parent family, culturally and ethnically diverse
family, would demonstrate less social competence and emotional self-regulation and
more behavioral problems than more economically advantaged children (Burchinal,
Peisner-Feinberg, Pianta & Howes, 2002; Downer & Pianta, 2006). Children whose
parents have higher education tended to show better academic skills than children whose
parents have lower education (Burchinal et al., 2002). Downer and Pianta (2006) also
found that mothers rated high on maternal sensitivity rating during interactions with their
children from infancy through preschool were more likely to have higher achieving
children. Furthermore, children whose home environment was observed as stimulating
and supportive across their early years were more likely to have better academic and
cognitive functioning in first grade (Downer & Pianta, 2006). In addition, recent
longitudinal research suggested that early emotional and behavioral problems of socioeconomically disadvantaged children persisted as children progress in school (Huffman,
Mehlinger, & Kerivan, 2000).
Research showed that children's structural home background and secure
attachment at home affected their abilities to learn and function well in classrooms
(Burchinal et al., 2002; Downer & Pianta, 2006). Nonetheless, teacher interaction
practices can be important predictors of young children's social-emotional adjustment
and early school success. Goldstein, Arnold, Rosenberg, Stowe, and Ortiz (2001)
investigated the relationship between children's aggressive behaviors and peer and
teacher responses with 147 children and 20 teachers in a low-income, urban day care
center. The results showed that teacher responses to aggressive actions predicted
children's future aggressive behavior. Teachers who became frustrated and irritated by
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children's aggressive behaviors were likely to develop cycle of emotionally negative
actions. In contrast, teachers with effective skills in classroom management were likely to
prevent the cycle of emotionally negative actions (Goldstein et al., 2001). According to
transactional theories of development, classrooms may become difficult to manage as
children with behavioral difficulties and their teachers engage in emotionally negative
interactions (Ritchie & Howes, 2003). Children with problem behaviors are more likely
to be disliked by teachers and receive less social-emotional and academic support from
teachers (Raver, Jones, Li-Grining, Metzger, Campion, & Sardin, 2008). As a result,
children with behavioral problems develop negative attitudes toward schools and are at
risk for early school failure and maladjustment (Arnold et al., 1998).
On the other hand, teachers' ability to provide a supportive environment also
predicts children's social and emotional development. Howes et al. (2008) found that
while the levels of teacher education (i.e., B.A.) did not account for the children's fallspring gains on any of the language/literacy outcomes, the process quality and the quality
of teacher-child relationships promoted children's social-emotional and early academic
skills. In addition, research showed that children in classrooms where teachers provided
more instructional and social-emotional support (i.e., attending to students' interest and
initiative, providing appropriately challenging learning opportunities, reacting to positive
social relationships) tended to acquire more academic skills and conduct appropriate
classroom behaviors than children in classrooms where teachers offered less instructional
and social-emotional support. The findings suggested that classrooms that offer both
social and cognitive support provide a more positive context for children's socialemotional and intellectual development (Perry et al., 2007).
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In addition to the impact of teacher interaction skills on children's socialemotional development and academic achievement, research has showed that through
training, teachers were able to build positive teacher-child relationships, which in turn,
affected children's social-emotional development (Denham & Burton, 1996). Denham
and Burton (1996) designed a quasi-experimental nonequivalent control group to
implement a social-emotional intervention program with at-risk 4-year-old children in
seven daycare classes. Ten children in each classroom were assigned to be in the
intervention group. The teachers in the intervention groups were trained for four one-day
training sessions on building teacher-child relationships, understanding emotions, and
interpersonal cognitive problem-solving. In their research, the targets of the intervention
program are (1) children's relationships with teachers, (2) emotional understanding, (3)
social-problem solving, and (4) an emphasis in individualization. It was hypothesized that
children in the intervention group in which their teacher received the training would show
significant positive change from pretest to posttest in their observed social/emotional
behaviors compared to the children in the control group (Denham & Burton, 1996).
The findings demonstrated that the intervention children whose teachers were
trained to build positive relationships with children and respond positively to children's
needs decreased in negative emotions (i.e., anger, hostile, sadness) and increased peer
skills and productive involvement over the period. The findings also showed that the
children who had low pretest scores on social-emotional competence benefitted most
from the intervention. Denham and Burton (1996) stated that emotional competence was
one of the most important skills for children to possess in order to interact and form
healthy relationships with others. However, there were many factors that hinder the

development of emotional competence for children who live in an environment that is
chaotic and stressful. These children may grow up with problems due to unsuccessful
emotional development. Therefore, a social-emotional intervention is needed for at-risk
children who live under negative conditions (Denham & Burton, 1996).
Much research in the United States has studied the relationships between parent
and teacher-child interactions and children's social-emotional and academic development
for decades (Denham & Burton, 1996; Perry et al., 2007; Raver et al., 2008; Ritchie &
Howes, 2003). The research in the United States has suggested that classrooms where
teachers offer both social and cognitive supports provide a positive context for forming
positive teacher-child relationships and children's social-emotional and intellectual
development (Howes et al., 2008; Perry et al., 2007). According to Attachment Theory,
relational formation between teacher and children in the classroom forecasts later school
adjustment and academic achievement (Birch & Ladd, 1997; Hamre & Pianta, 2001;
Pianta & Nimetz, 1991; Pianta, Steinberg, & Rollins, 1995). Especially, the quality of
teacher-child relationships predict the extent to which children are able to function
appropriately to learning activities and engage the instructions present in classroom
(Hamre & Pianta, 2001). The next section devotes to the literature review that support the
significance of teacher-child relationship quality and children's social-emotional and
academic development.
Teacher-Child Relationships and Children's Social-Emotional and Academic
Development
The studies on the quality of teacher-child relationships are often grounded in
attachment theory (e.g., Denham & Burton, 1996; Howes & Hamilton, 1992; Howes,

2000; Howes, Hamilton, & Matheson, 1994; Howes et al., 2000; Pianta, 1997; Pianta &
Nimetz, 1991). Attachment theory explains the influence of the relationship quality
between caregivers and children on children's social-emotional and physical
development (Ecken, 2003; Howes, 2000; Howes et al., 2000). According to attachment
theory, children need support from their nurturing caregivers to develop a sense of
autonomy and their ability to regulate their emotions and behaviors. Through the
relationships with their caregivers, children build a "working model" of relationships to
develop the expectation of self and others, and feelings of self-worth, trust, and
motivation through the interactions and relationships with their caregivers (Howes et al.,
2000). Later, the children use their early experiences in interactions with caregivers to
interact with others in new relationships (Ecken, 2003; Howes, 2000). Therefore, if
caregivers can develop secure relationships with children, the children view relationships
through their "working model" as cooperative relationships in which children tend to
comply with their caregivers and trust in their relationships with others (Ecken, 2003). In
contrast, if caregivers cannot establish secure attachment relationships with children, the
children's "working model" of relationships would be developed negatively. The children
view relationships through their negative "working model" as coercive and conflict
relationships in which children do not trust in their relationships with others. As children
with insecure relationships do not trust in their relationships with caregivers, they hardly
comply with their caregivers' requests. These children tend to be dependent, withdrawn,
and aggressive in order to meet their own needs (Ecken, 2003). As a result, the caregivers
sometimes face the challenge as to how to develop trust and meet the needs of these
children (Ecken, 2003). Thus, based on the perspective of attachment theory, in order to
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help children with insecure attachment relationships, teachers need to build caring
relationships with the children so that the children can gradually change their negative
"working model" of relationships (Ecken, 2003).
It is evident that the relationships between teachers and children in the social
context of education have long been viewed as an important mechanism in the
development of social-emotional and academic outcomes in early childhood (e.g., Howes
& Hamilton, 1992). The patterns of child behavior, beliefs, and feelings developed early
in the context of the parent-child attachment relationship can predict the quality of the
teacher-child relationship in the primary grades (Howes & Hamilton, 1992). For example,
by classifying the quality of parent-child attachment as Secure, Avoidant, and
Resistant/Ambivalent, Howes and Hamilton's (1992) study of children in daycare found
that children used the same patterns of parent-child attachment to form relationships with
daycare teachers. Moreover, Lynch and Cicchetti (1992) found in their research on
maltreated school-age children's perceptions of relationships with teachers that the ways
children perceived their teachers were consistent with their insecure relationships with
their parents.
While some studies tried to identify the materials and teacher-child ratios as
important ingredients, other studies have found that the high quality of teacher-child
relationships is the most important component of quality care. Anderson, Nagle, Roberts,
and Smith (1981) stated after studying the importance of attachment to teachers in a
typical day-care center with thirty-five preschool children, that "it is the quality rather
than quantity of interaction that is most important to the development and maintenance of
positive relationships" (p. 60). They found by using the classic stage situation procedures
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to observe the quality of caregiver-child relationships, that high caregiver involvement
was associated with high levels of children's attachment and exploratory behaviors to the
substitute caregivers whereas low caregiver involvement was associated with a low-level
of attachment and exploratory behaviors. It is evident that the availability and
responsiveness of caregivers can facilitate bond formation. The researchers concluded
that the attachment between the caregivers and children are likely to help children to
learn and build positive relationships with important persons in their lives (Anderson,
Nagle, Roberts, &Smith, 1981). In addition to the significance of the availability and
responsiveness of caregivers to forming secure relationships with children (Anderson et
al., 1981), Howes & Hamilton (1992) found in their research on children's relationships
with caregivers that adult sensitivity can predict the quality of adult-child relationships.
"Sensitivity" was defined as the adult's positive and consistent response to children's
emotional and physical needs. They found that children who experienced more warmth
and positive attention appeared to form more emotionally secure attachments with their
child care teachers than children who experienced less warmth and positive attention
from their childcare teachers (Howes & Hamilton, 1992).
Much pertinent research on teacher-child relationships highlights the significant
roles that teacher-child relationships play in developing skills in the area of peer
competence (e.g., Howes et al., 1994, Sroufe, 1983), emotional development and selfregulation (Denham & Burton, 1996), and school adjustment (e.g., Howes et al., 2000;
Ladd & Burgess, 2001; Pianta, 1994). Moreover, the studies on the quality of teacherchild relationships in early childhood education are confirmed to predict later children's
school failure or success (Birch & Ladd, 1997; Pianta et al.,1995).
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Howes, Hamilton, and Matheson (1994) defined peer competence as "being
prosocial or sensitive and empathetic, being sociable and able to engage in complex play,
and being able to solve social problems." (p. 154). In their longitudinal study of 48 fouryear-old children enrolled in childcare as infants, Howes et al. classified the relationships
between childcare teachers and children as security, dependence, and socialization. They
found that there was a relationship between emotional security with teachers and peer
acceptance and between dependence on teachers and social withdrawal and hostile
aggression. The findings are consistent with the previous research conducted by Sroufe
(1983). Based on their study on four-year-old children, Sroufe found that children with
high teacher-dependence were rated as low in social competence with peers. Howes et al.
concluded that "emotional security with a first teacher provide the child with positive
orientation to the world of peer relationships while socialization experiences help shape
the child's particular behaviors with peers or are in reaction to the child's peer conflicts."
(p. 261).
Howes's (2000) long five-year longitudinal study of children's relationships with
teachers and social-emotional competence used the combination of two theoretical
perspectives; attachment theory and attention to the social context of classroom to explain
children's social competence with peers. The purpose of the research was to examine the
impact of social-emotional climate and early individual child-teacher relationships and
behavior problems in preschool on social competence with peers in second grade. The
results showed that children perceived as high in peer aggression, disruption, and social
withdrawal were also perceived as high in conflict relationships and low in close
relationships with their teachers. Conversely, children perceived as high in prosocial
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behaviors with peers were also perceived as high in close relationships and low in
conflict relationships with their teachers. Moreover, high levels of behavior problems in
classrooms predicted low levels of closeness in teacher-child relationships.
In addition, Howes's (2000) results also demonstrated that preschool classroom
social-emotional climate, behavior problems in four-year-old children, and the quality of
early and current teacher-child relationships can predict children's social-competence
with peers in second grade. A preschool classroom climate with a high incidence of
behavior problems and low in close relationships with teachers predicted children's
aggression and disruption in second grade. The disruption rating was associated with
boys more than girls where as prosocial rating was associated with girls more than boys.
Furthermore, preschool classroom climates with high amounts of time spent in peer
interactions, low levels of behavior problems in preschool, and high level of close
relationships and low levels of conflict with teachers in second grade predicted children's
prosocial adjustment in second grade. Finally, a high level of behavior problems in a
classroom climate, low levels of individual behavior problems in preschool, and high
levels of conflict relationships with teachers in kindergarten predicted children's social
withdrawal in second grade. In addition, the findings also yielded the evidence that some
teachers can form positive relations with children with behavioral problems. Therefore,
based on the findings, Howes (2000) suggested that teachers can help troubled children
develop their social-emotional skills by being sensitive in the social and emotional
climate of the classroom. Research on teacher-child relationships based on the child-adult
attachment literature also examined teacher-child relationships as a context for
adjustment in kindergarten. Pianta & Nimetz (1991) examined the impact of teacher-child
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relationship quality on children's classroom and home behaviors with 72 children. The
Student-Teacher Relationship Scale (STRS) was developed to assess the associations
between teacher-child relationship qualities and children's behaviors. The constructs of
the teacher-child relationship quality were Secure, Improved, and Dependent. The secure
teacher-child relationship was defined as opened and closed communication between
teachers and children. The dependent teacher-child relationship was defined as children's
overly physical and mental dependence on teachers' assist. The improved teacher-child
relationship quality was defined as the improvement of the dependent teacher-child
relationship to the secure teacher-child relationships. The findings showed that the STRS
was related to the parental report of children's competence and problem behaviors (Pianta
&Nimetz, 1991).
Pianta & Nimetz (1991) found that dependent children intensely and consistently
seek help from their teachers whereas secure and improved children were able to seek
help in appropriate ways. The findings showed that secure children were reported to
possess more behavioral competence as reported by parents. Importantly, even though
children were reported by parents as having anxious, internalizing behaviors at home, the
improvement in teacher-child relationships tends to increase children's adjustment in first
grade. The researchers suggested that children who could not adjust well to school
environment might be viewed as challenging by teachers; however, through positive
relationships with the teachers, these children could improve their social-emotional skills
and adjust well to school (Pianta & Nimetz, 1991).
Recent longitudinal research also found the consistent impact of teacher-child
relationship quality on children's school adjustment. Howes, Phillipsen, and Peisner-
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Feinberg (2000) conducted a three-year longitudinal study of 1,150 preschool and
continuing through kindergarten children to examine the consistency of the quality of
teacher-child relationships and children's social adjustment based on the teachers'
perceptions. According to Howes et al. (2000), the roles of preschool teachers and
kindergarten teachers were unlike. While the roles of preschool teachers emphasized
basic care, the roles of kindergarten teachers emphasized basic education. Therefore, in
their study, it was hypothesized that because the roles of preschool and kindergarten
teachers were different, the perceptions of building a positive-child relationship would be
different between preschool teachers' perceptions and kindergarten teachers' perceptions.
It was also hypothesized that children's social adjustment would correlate with the
quality of the relationships with their kindergarten teachers.
According to Howes et al. (2000), the findings showed the consistency of the
quality of teacher-child relationships and children's social adjustment during the
preschool and kindergarten. In addition, the findings were also consistent with the
assumption of the attachment theory that the quality of the early teacher-child
relationships can predict the quality of teacher-child relationships in later grades. Howes
et al., (2000) found the links between preschool social adjustment and children's
relationship with their kindergarten teachers. The findings demonstrated that the children
rated as having higher problem behaviors by their preschool teachers were perceived by
their kindergarten teachers as higher in problem solving, conflict, and dependence. In
contrast, children rated as being more sociable in preschool had closer, less dependent
and less conflictive relationships with their kindergarten teachers. As the findings showed
the persistence of children's problem behaviors and conflictive teacher-child

relationships, Howes et al. (2000) suggested that early education teachers should be
trained to understand the impact of positive teacher-child relationships on children's
school adjustment in order to help difficult children succeed in school. Therefore, preand in-service efforts should emphasize the importance of the quality of teacher-child
relationships and children's social-emotional and academic development (Howes et al.,
2000).
It is apparent that positive teacher-child relationships provided children with
secure learning opportunities in the classroom and thereby helped the children better
adjust in the classroom environment (Howes et al., 2000). In addition to the relationship
between the teacher-child relationship quality and children's school adjustment, research
has shown that the quality of teacher-child relationships also plays an important role in
determining children's behaviors, social-emotional competence, and academic outcomes
(Harme & Pianta, 2001). Hamre and Pianta (2001) followed a sample of 79 children from
kindergarten to eighth grade to examine the three dimensions of the quality of the
teacher-child relationship (i.e., conflict, dependence, and closeness) and children's
outcomes in eighth grade. It was hypothesized that the quality of teacher-child
relationships that the children form in early years of schooling would maintain moderate
associations with the children's outcome measures through eighth grade. The results
showed that the quality of the teacher-child relationships in kindergarten years could
uniquely predict children's academic and behavior through eighth grade. Negative
relationships with teachers (i.e., dependence, conflict) uniquely predicted student grades,
standardized test scores, and work habits through lower elementary school. Together,
negative relationships with teachers in the early years also continued uniquely to predict
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behavior outcomes into eighth grade. Particularly for boys and children with early
behavioral problems, the negative qualities of the relationships with the teachers in
kindergarten uniquely predicted behavioral outcomes throughout elementary school.
However, teacher-rated behaviors did not significantly correlate with academic outcome
measures; therefore, it was suggested that a negative teacher-child relationship was a
strong predictor of children's social-emotional skills required for academic performance.
In addition, the findings in the study also indicated the significant role of the kindergarten
teacher-child relationship as an indicator of early social adaption and later behavioral
outcomes (Harme & Pianta, 2001). Harme and Pianta (2001) suggested that a preventive
intervention program that helps children establish positive teacher-child relationships
would benefit the children's social-emotional development and early school success. The
authors further recommended that teachers' sensitivity and responsiveness to children's
needs and their feedback would help children develop their social-emotional and
academic competence in the classroom (Harme & Pianta, 2001).
Previous research has shown the importance of a positive teacher-child
relationship to children's school adjustment and academic performance (Harme & Pianta,
2001; Howes et al, 2000; Pianta & Nametz, 1991). In addition, it is evident that teachers'
classroom practices have an influence on the quality of teacher-child relationships which,
in turn, affected children's social-emotional and academic development (Harme & Pianta,
2001). The next section provides pertinent empirical research evidence that children need
both social-emotional competence and academic skills in order to succeed in school.
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The Links between Social-Emotional Competence and Early School Success
Over the past 20 years, the attention to social-emotional competence as crucial for
school readiness and later school success has remarkably increased. Social-emotional
skills, including children's abilities to form positive relationships in the classroom and
abilities to conduct appropriate classroom behaviors, have been viewed as the predictor
for children's academic development (e.g., Birch & Ladd, 1997, 1998; Fantuzzo,
Bulotsky, McDermott, Mosca, & Lutz, 2003; Fantuzzo, Bulotsky, McDermott,
McWayne, Frye, & Perlman, 2007; McClelland, Acock, & Morrison, 2006; McClelland,
Morrison, & Holmes, 2000; Mc Wayne, Fantuzzo, & McDermott, 2004). One of the
challenges for young children is their ability to respond to the complexities of relational
formation with their teachers in new, formal school environments (Birch & Ladd, 1997,
1998). Children's ability to develop either positive teacher-child relationships, being
characterized by closeness, or negative teacher-child relationships, being characterized by
conflict and children's dependence on the teacher (Pianta et al. 1995), depends on the
children's social-emotional competence. Specifically, research has found that both
externalizing behavior (e.g., aggressive and hyperactive behavior), and internalizing
behavior (e.g., asocial and anxious-fearful behavior) impede children's ability to form
positive relationships with their teachers (Birch & Ladd, 1998; Ladd et al. 1999; Ladd &
Burgess, 1999, 2001). For example, children's antisocial behavior {i.e., aggression and
hyperactivity) and children's asocial behavior, being defined as "a reluctance or lack of
interest in relating with others" (Birch & Ladd, 1998, p. 936) were found to be likely to
foster negative relationships with teachers and peers and impede the formation of close
relationships with their teachers (Birch & Ladd, 1998; Ladd et al., 1999; Ladd & Burgess,

1999, 2001). Even though children's withdrawn behavior (i.e., shyness, behavioral
inhibition, and passive withdrawal) did not significantly predict difficult relationships
with peers, withdrawn children developed significantly less close and more dependent
relationships with their teachers compared to nonaggressive and nonwithdrawn children
in control group (Ladd & Burgess, 1999). In contrary, prosocial behavior, being defined
as cooperative behavior was found to be a protective factor that facilitates the formation
of positive interpersonal relationships in the classroom context (Birch & Ladd, 1998;
Ladd et al., 1999, Ladd & Burgess, 2001).
Birch and Ladd's (1998) longitudinal study of 199 kindergarten children and their
teachers (N=17) was designed to investigate the relationship between the children's
behavioral orientations (i.e., moving "away", "against", and "toward" others) and quality
of relationships with first grade teachers (i.e., conflict, closeness, and dependence). The
aim of the study is to investigate the premises that (a) children's behaviors affect the
quality of teacher-child relationships, (b) the quality of teacher-child relationships affect
children's behavioral adjustment, or (c) both children's behaviors and teacher-child
relationship qualities affect each other. It was hypothesized that close relationships with
teachers in kindergarten would be associated with an increase in prosocial behaviors, and
in turn, moving "toward" others, and a decrease in antisocial behaviors, and in turn
moving "away" from others, over time. Conversely, conflict relationships with teachers
in kindergarten would be associated with an increase in antisocial behaviors, and in turn
"against" others, and a decrease in prosocial behaviors. Finally, dependent relationships
with teachers in kindergarten would be associated with asocial behaviors, or moving
"away" others. The findings from the study were consistent with both the premises that

(a) children's behaviors affect the quality of teacher-child relationships, and that (b) the
quality of teacher-child relationships affects children's behavioral adjustment (Birch &
Ladd, 1998). The findings indicated that the children's behavioral orientations (i.e.,
moving "away", "against", and "toward" others) children conducted in kindergarten were
associated with the quality of relationships with first grade teachers. While antisocial
behaviors that children displayed in kindergarten were associated with higher levels of
conflict and lower levels of closed teacher-child relationships in first grade, asocial
behaviors were uniquely associated with dependent teacher-child relationships with
teachers in first grade. However, the correlation between prosocial behavior and the
quality of teacher-child relationships in first grade was not uniquely significant in this
study. In addition, the results also showed that antisocial behaviors showed the greatest
degree of stability between kindergarten and first grade whereas asocial behaviors and
prosocial behaviors showed only a modest degree of stability between kindergarten and
first grade (Birch & Ladd, 1998).
Moreover, the quality of relationships with teachers can predict the quality of
relationships that children form with their peers. Antisocial behavior is likely to foster
negative relationships with teachers and peers and impede the children from forming
close relationships with teachers. Likewise, children with asocial behavior also tended to
be characterized as "moving away" from others. The finding suggested that these
"moving away" children may need support from teachers to increase their socialemotional skills in order to initiate and maintain positive relationships with teachers and
peers (Birch & Ladd, 1998).
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Consistently with the previous research, Ladd and Burgess (2001) also conducted
a longitudinal study based on the assumption that both children's social behaviors and the
quality of relationships they form in the classrooms affect their psychological school
adjustment. In their study, Ladd and Burgess examined the impact of risk and protective
factors on childhood aggression, and early psychological and school adjustment. Risk
factors were defined as "aspects of children's behaviors or relationships that increase the
probability that they will develop adjustment problems" and protective factors were
defined as "aspects that decrease the likelihood of dysfunction or improve functioning"
(Ladd & Burgess, 2001, p. 1579). Therefore, classroom peer rejection, classroom peer
victimization, and teacher-child conflict were constructed to assess risk factors. In
contrast, classroom peer competence, number of classroom mutual friendships, and
teacher-child closeness were constructed to assess protective factors. Moreover, attention
problems and behavioral misconduct were assessed as the indicators of children's
psychological adjustment. Adapting to the social demands of the classroom environment,
attitudes toward school, and academic achievement were assessed as the indicators of
children's school adjustment. In addition, confrontive aggression was established to
correlate with risks and protective factors and early psychological and school adjustment.
The data was collected three times, including at the beginning of school entrance, at the
end of the kindergarten year, and at the end of the first grade year (Ladd & Burgess,
2001).
The results showed that kindergarteners with higher levels of confrontive
aggression were significantly less well-adjusted by the end of first grade on psychological
and school adjustment. Ladd and Burgess (2001) further explained that children's

confrontive aggression developed well during kindergarten period and it affected both
children's psychological and school maladjustment. The findings also demonstrated that
peer rejection and teacher-child conflict were more strongly predictive maladjustments
than peer victimization. Evidence showed that while peer rejection was associated to the
decreases in cooperative participation by first grade, teacher-child conflict was associated
with the decrease in both cooperative participation and school liking. Ladd and Burgess
explained that children rating as having teacher-child conflict come to school with anger
and resentment. Therefore, they resist participating in learning activities and have a sense
of alienation from school (Ladd and Burgess, 2001).
Conversely, the examination of the roles of protective factors in children's
behaviors and adjustment in the research showed that early peer acceptance, mutual
friendships, and teacher-child closeness were associated with supporting children's
competence. The finding showed that early peer acceptance is associated with the decline
in attention problems and gains in cooperative participation and school liking. Ladd and
Burgess (2001) further explained that children developed a sense of belongingness when
they were accepted by their peers in the classroom. Therefore, these children with early
peer acceptance tended to engage in classroom activities and develop positive attitudes
toward school. In addition, the results yielded the evidence that positive teacher-child
relationships at the beginning of kindergarten helped to increase children's obedience and
school-liking even though some children had problem behaviors (Ladd and Burgess,
2001).
In addition to children's skills for relational formation in the classroom, research
documents that for young children, learning-related skills (McClelland et al., 2006;
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McClelland et al., 2000), classroom approaches to learning (McWayne et al., 2004;
Fantuzzo et al., 2007), and social and emotional adjustment (Fantuzzo et al., 2003;
Fantuzzo, Perry, & McDermott, 2004) can predict children's early school success.
Research has found that children's learning-related skills are positively related to their
academic achievement (McClelland et al, 2006; McClelland et al., 2000). McClelland,
Morrison, and Holmes (2000) divided learning-related skills into two kinds of skills: (1)
interpersonal skills and (2) work-related skills. Interpersonal skills were described as a set
of skills that are important for forming positive relationships with peers, such as sharing
with and respecting other children. On the other hand, work-related skills were a set of
skills that are conducive to learning. Work-related skills can be viewed as independence,
responsibility, self-regulation, and cooperation (McClelland et al., 2000). However, in
their study of a sample of 540 children, McClelland et al. focused only on work-related
skills. The purpose of their longitudinal study was to examine the association of workrelated skills to early and later school outcomes. The Cooper-Farran Behavioral Rating
Scales (CFBRS; Cooper & Farran, 1991) was used to assess the children's work-related
skills at the beginning of kindergarten and at the end of second grade.
After examining the association of work-related skills to early and later school
outcomes with a sample of 540 children, McClelland et al. (2000) found that the early
acquisition of work-related skills prior to school entry is significant to children's early
academic achievement. The findings demonstrated that work-related skills were
positively related to academic skills at school entry and between kindergarten and second
grade after controlling for kindergarten scores (McClelland et al., 2000). The result
showed that work-related skills predicted children's math and reading skills at the
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beginning of kindergarten, after controlling for the children's IQ, entrance age, amount of
preschool experience, parental education level, ethnicity, and home literacy environment.
In addition, work-related skills continued to predict the children's academic outcomes at
the second grade even after controlling for kindergarten scores. According to McClelland
et al., children with poor work-related skills have more behavior problems and low
academic achievement compared to their peers with higher scores on work-related skills.
Therefore, the researchers suggested that as work-related skills, including children's
independence, responsibility, cooperation, and self-regulation, are related to behaviors
conducive to learning, teachers should emphasize children's work-related skills in order
to help them succeed in school (McClelland et al., 2000).
In more recent research, learning-related skills were also found to predict
children's academic achievement from kindergarten through sixth grade. McClelland,
Acock, and Morrison (2006) examined the relationships of kindergarten learning-related
skills and reading and math trajectories with 538 children between kindergarten and sixth
grade. The purpose of the study is twofold: (a) to examine if kindergarten learning-related
skills can be a predictor for children's initial level and growth in reading and math skills
between kindergarten and sixth grade and (b) to compare the reading and math skills of
children with low levels of learning-related skills with children with higher levels of
learning-related skills from kindergarten to the end of sixth grade. Children's learningrelated skills, including the domains of self-regulation, responsibility, independence, and
cooperation were rated by teachers two months after the beginning of kindergarten using
the work-related skills subscale of the Cooper-Farran Behavioral Rating Scales (CFBRS).
Children's reading and math skills between kindergarten and second grade were assessed
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by trained research assistants in the fall and spring of kindergarten and in the spring of
first grade and second grade using the mathematics and reading recognition subscales of
the Peabody Individual Achievement Test-Revised (PIAT-R). Children's reading and
math skills between third and sixth grade were assessed by teachers in the spring of each
school year using the North Carolina End-of-Grade Tests.
The findings showed that learning-related skills had an effect on children's reading
and math scores from kindergarten through sixth grade (McClelland et al., 2006).
Kindergarten learning-related skills significantly predicted children's initial reading and
math levels at kindergarten and growth in reading and math scores between kindergarten
and second grade. Kindergarten learning-related skills also significantly predicted the
reading and math levels between third and sixth grade. Yet, kindergarten learning-related
skills did not significantly predict the growth in reading and math scores. When
comparing the reading and math scores of children with low levels of learning-related
skills with children with higher levels of learning-related skills, the findings demonstrated
that children with low learning-related skills consistently performed lower on reading and
math scores from kindergarten through sixth grade than children with high learningrelated skills. McClelland et al. (2006) concluded that children's learning-related skills
are significant to children's academic success. The authors suggested that learningrelated skills, including self-regulation and social competence, should be emphasized in
order to help children succeed in school (McClelland et al., 2006).
In addition to learning-related skills, children's approaches to learning skills can also
predict children's early school success (McWayne et al., 2004; Fantuzzo et al., 2004,
2007). Fantuzzo, Perry, and McDermott (2004) investigated the correlations between
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children's learning behaviors and other classroom competencies with 642 children in an
urban Head Start program. The main purpose of the study was to examine the validity of
the Preschool Learning Behaviors Scale (PLBS) dimensions for preschool children in
low-income, urban environments. The other purpose of the study was to examine the
relationships between the PLBS dimensions (i.e., Competence Motivation,
Attention/Persistence, and Attitude Toward Learning) and classroom self-regulation
dimensions (i.e., Emotional Regulation, Autonomy), receptive and expressive
vocabulary, and interactive peer play dimensions (i.e., Play Interaction, Play Disruption,
and Play Disconnection). The authors used multi-sources (i.e., teachers, independent
observers, parents) and multi-method (i.e., child assessments, rating scales, and
classroom observations) assessments of other classroom competencies to examine the
validity generalization of the PLBS dimensions for use with low-income, urban,
preschool population (Fantuzzo et al., 2004).
The findings showed the convergent and divergent validity between the PLBS
dimensions and the dimensions of other classroom competent assessments. The high
scores on the Attention/Persistence and Attitude Toward Learning scales were
significantly related to high levels of emotional regulation and positive and constructive
peer play interactions as observed by teachers and parents. In addition, the high score on
the Competence Motivation scales were significantly related to high levels of autonomy.
On the other hand, the low levels on the Attention/Persistence and Attitude Toward
Learning scales were significantly related to disruptive peer play interactions whereas the
low score on the Competence Motivation scales were significantly related to
disconnected from peers as observed by teachers and parents. Each of the PLBS
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dimensions was also significantly correlated to receptive and expressive vocabulary skills
(Fantuzzo et al., 2004). The findings indicated that children with high ability to focus and
sustain attention were more likely to control and modulate emotions and conduct positive
peer interactions than children with low ability to remain engaged in activities. Similarly,
children with low motivation were more likely to withdraw from peers and show inability
to actively and independently seek out learning opportunities in the classroom. Fantuzzo
et al. (2004) suggested that it is important to understand children's learning behavior
related approaches to learning in order to help these vulnerable children succeed in
school (Fantuzzo et al., 2004).
In addition to the previous research conducted by Fantuzzo et al (2004),
McWayne et al. (2004) also found in their study of 195 Head Start children living in
urban poverty that children's approaches to learning was significantly associated with
children's early academic success. Children's persistence and attention were positively
related to early academic outcomes. Fantuzzo et al. (2007) further explained that
children's learning behaviors such as competence motivation and persistence predicted
children's ability to regulate their social behaviors with peers and teachers. Fantuzzo et
al. examined the impact of approaches to learning and emotional and behavioral
adjustment (i.e., regulated and academically disengaged behavior) on academic and
social-emotional outcomes with a sample of 1,764 urban preschool children. The findings
showed that children with academically disengaged behavior had lower scores on
cognitive, social, and motor outcomes and mathematic performance than children with
regulated behavior.
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Furthermore, social and emotional adjustment is also viewed as a predictor for
children's school adjustment. Research documents that social and emotional adjustment
including self-regulation, self-concept, self-efficacy, cooperation, and social skills
strongly relate to early school success. In their study of 831 children enrolled in a large
urban Head Start program with a school district in Northeast, Fantuzzo et al. (2003) used
the Adjustment Scales for Preschool Intervention (ASPI) to assess the children's
emotional and behavioral adjustment. The purpose of the study was to examine the
multivariate relationships between children's emotional and behavioral adjustment (i.e.,
Aggressive, Withdrawn/Low Energy, Socially Reticent, Oppositional, and
Inattentive/Hyperactive) and children's peer competent (i.e., Disruptive Engagement,
Disengagement, and Oppositional Disconnection), classroom competent (i.e., cognitive,
social engagement, motor development), and academic outcomes (i.e., receptive and
expressive vocabulary). Children's preschool social and emotional adjustment was
assessed at the beginning of the year and their social and learning competencies were
assessed at the end of the school year (Fantuzzo et al., 2003).
The findings showed that Aggressive, Oppositional, and Inattentive/Hyperactive
dimensions were significantly related to Disruptive Play whereas Withdrawn/Low
Energy and Social Reticent dimensions were significantly related to Disconnected Play,
Disengagement from learning, and academic outcomes. While the Social Reticent
dimension was negatively correlated with children's expressive vocabulary skills, the
children's Withdrawn/Low Energy dimension was negatively correlated with receptive
vocabulary at the end of the year. The authors suggested that it is important to understand
children's social and emotional adjustment in order to provide culturally sensitive and

developmentally appropriate practices for low-income, ethnically diverse populations of
urban Head Start children (Fantuzzo et al, 2003).
The findings from the previous research showed that children observed with
aggressive and inattentive problem behaviors were significantly associated with
disruptive interactions with peers, whereas children observed as withdrawn problem
behaviors performed poorly on both social and academic outcomes at the end of the year
(Fantuzzo et al., 2003). More recent research also showed that children with a high ability
to focus and sustain attention were more likely to control and modulate emotions and
conduct positive peer interactions than children with a low ability to remain engaged in
activities. In contrast, children with low motivation were more likely to withdraw from
peers and show an inability to actively and independently seek out learning opportunities
in the classroom (Fantuzzo et al., 2004).
In summary, early patterns of school adjustment can either foster or hinder
children's social-emotional and intellectual development (McClelland et al., 2006;
McClelland et al., 2000). Even though it is possible for all children to positively develop
to the full potential (Harden et al., 2000), early difficulties can put children in at risk
situations for later problems (Ladd & Burgess, 2001). A substantial amount of research
has shown that children who come to schools with good social-emotional skills are more
likely to develop positive relationships with teachers and peers, succeed in early school
adjustment, have positive attitudes about school, and experience early school
achievement than children who enter schools with low social-emotional competencies
(Birch & Ladd, 1998; Fantuzzo et al., 2003, 2004, 2007; Ladd et al., 1999; Ladd &
Burgess, 1999, 2001; McClelland et al., 2000, 2006; McWayne et al., 2004). In contrast,

longitudinal and evidence-based studies on social-emotional development during the
preschool years found that young children with social, regulatory, and emotional
problems are at risk for persistent behavior and school problems (Birch & Ladd, 1998;
Fantuzzo et al., 2003, 2004, 2007; Ladd et al., 1999; Ladd & Burgess, 1999, 2001;
McClelland et al., 2000, 2006; McWayne et al., 2004). Children who have poor socialemotional skills are less likely to function socially in classroom environment. They tend
to be aggressive, fail to develop strong relationships with teachers and peers, and have
difficulties in early school adjustment (Birch & Ladd, 1998; Fantuzzo et al., 2003, 2004,
2007; Ladd, Birch, & Buhs, 1999; Ladd & Burgess, 1999, 2001; McClelland et al, 2000,
2006; Mc Wayne et al., 2004). As they are less likely to be accepted by their peers and
teachers, they have less positive feedback from their teachers and fewer opportunities to
practice skills such as cooperation, empathy, and emotional support from their peers
(Raver, 2000; Raver & Knitzer, 2002; Huffman et al., 2000). Consequently, they are less
likely to like school and to be socially and academically prepared for school and be at
risk for later school success, delinquency, and drug abuse (Ladd & Burgess, 2001).
Pertinent research on the impact of children social-emotional skills on their
academic development has shown that early behavior problems lead to difficulties in
interacting with others (Birch & Ladd, 1998; Ladd et al., 1999, Ladd & Burgess, 2001)
and engaging in classroom learning activities (Fantuzzo et al., 2003, 2004, 2007;
McClelland et al., 2000, 2006; Mc Wayne et al., 2004). Additionally, behavior problems
during the preschool years are often enduring and lead to additional problems within the
classroom (Qi & Kaiser, 2003). However, much research has further shown that
children's social-emotional skills can be supported by positive teacher-child relationships
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established by responsive and positive teacher-child interactions (e.g., Howes et al., 2000;
Ladd & Burgess, 2001; Pianta, 1994).
Summary
The previous research found that the quality of parent-child relationships
predicted the quality of the teacher-child relationships (Howes & Hamilton, 1992; Lynch
& Ciccheti, 1992). Likewise, the quality of the teacher-child relationships in the early
years predicted the quality of the teacher-child relationships in the later years (Hamilton
& Howes, 1992; Howes, 2000; Howes et al., 1994; Howes et al., 2000; Pianta, 1994).
However, some studies showed the evidence that teachers were able to form positive
relationships with children whose relationships with their adults at home or with former
teachers are negative (Howes & Hamilton, 1992). It is evident that the quality of the
teacher-child relationships depends on the skills of both teachers and children (e.g., Birch
& Ladd, 1998; Howes & Hsmilton, 1992; Ladd & Burgess, 2001; Pianta & Nimetz,
1991). Teachers who simply respond to the children's behaviors tend to be able to form
positive relationships with the children who come to school with social and emotional
competence whereas they tend to fail to establish positive relationships with children who
cannot adjust to school (Hamre & Pianta, 2001; Howes et al., 2008). Children whose
adult-child relationship history is negative tend to distrust in the relationships with the
teachers. As a result, they tend to either conduct externalizing or internalizing behavior
problems that thwart them from building positive relationships with their teachers (Ladd
& Burgess, 2001).
The conflict in the teacher-child relationship quality affects the children's socialemotional development. Children with conflict teacher-child relationships tend to have
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difficulty in school adjustment. The children with school maladjustment tend to have
negative school affection and classroom behavioral problems (Harme & Pianta, 2001;
Ladd & Burgess, 2001). In addition, a negative teacher-child relationship not only affects
children's social and emotional development, it also affects the children's ability to
function well for learning (Ladd & Burgess, 2001). Howes et al. (2000) found that how
teachers interact to children is based on their perception of relationship quality. Some
teachers choose to respond to difficult children with harsh interactions and isolation
rather than providing children with sensitive and responsive interactions (Howes et al.,
2000). Hamre & Pianta (2001) further explained the association between the teacherchild relationship quality and the teachers' interaction to children as follows:
From the teacher's perspective, strong positive relationships
with children can provide motivation to spend extra time and
energy promoting children's success. In contrast, teacherchild relationships characterized by conflict may lead to
frequent attempts to control children's behavior and thus
hinder efforts to promote a positive school environment for
them (Hamre & Pianta, 2001, p. 626).
While some teachers interact with children based on children's behaviors, some
researchers found that some teachers can form positive relationships with difficult
children (Denham & Burton, 1996; Howes, 2000; Howes & Hamilton, 1992; Howes et
al., 2004). When teachers received training on building positive relationships with
children, the teacher-child relationship quality was positively improved and the children's
social-emotional skills significantly increased (Denham& Burton, 1996; Howes et al.,
2004). Thus, the purpose of the current study is to analyze the effect of The Wis teacher
training on the changes in teacher interaction practices, the quality of teacher-child
relationships, and children's school adjustment and how these changes impact academic
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achievement in kindergarten classrooms in Thailand. The next chapter, Methodology,
describes the research methodology utilized to examine the hypotheses that the The 101s
training impact the changes in teacher-child interaction and the subsequent teacher-child
relationship quality and children social-emotional and academic development.
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CHAPTER III
METHODOLOGY
The purpose of the present study is twofold: First, to examine the effects of The
101s teacher training on kindergarten teachers' interaction practices, the quality of
teacher-child relationships, and kindergarten children's school adjustment, and second is
to examine how these changes impact kindergarten children's academic achievement in
kindergarten classrooms in Bangkok, Thailand. The type of quasi-experimental research
design used for this study is nonequivalent control group. The comparison group pretest/post-test design enables researchers to investigate the possible casual links between
interventions and outcomes through control groups in order to exclude plausible rival
hypotheses. This chapter describes research questions and hypotheses, the setting, sample
population, measurement instruments, and data collection procedures.
Research Questions/Hypotheses
The research questions and hypothesis for each question are described as follows:
The first question is: After The 101s teacher training, do teachers in The 101s training
group have higher measures of positive teacher interaction subscale scores and lower
measures of negative teacher interaction subscale scores than The 101s parent training
and control teachers who were not trained in The 101s training as measured by The 101s
Teacher Interaction Checklist (Masterson & Kersey, 2008; Thanasetkorn, 2008)7 The
hypotheses associated with this question are:
Ho: After The 101s teacher training, there is no difference between the mean
scores on teachers' interaction practices in The 101s training group and the
other two groups.
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Hi: After the 101s teacher training, The 101s trained teachers have significantly
higher mean scores on positive teacher interaction practices and lower mean
scores on negative teacher interaction practices than the teachers in The 101s
parent training and control groups.
The second question is: After The 101s teacher training, do teachers in The 101s
training group have higher measures of teacher-child closeness subscale scores and
lower measures of teacher-child conflict and teacher-child dependence subscale scores
than The 101s parent training and control teachers as measured by the STRS (Pianta
2001)7 The hypotheses associated with this question are:
H0: After The 101s teacher training, there is no difference between the mean
scores on the three qualities of teacher-child relationships (i.e., Closeness,
Conflict, and Dependence) in The Wis training group and the other two
groups.
Hi: After The 101s teacher training, The 101s trained teachers have significantly
higher mean scores on close teacher-child relationships and lower mean
scores on conflictive and dependent teacher-child relationships than the
teachers in The 101s parent training and control groups.
The third question is: After The 101s teacher training, do The 101s intervention
group children whose teachers have been trained in The 101s have higher measures of
school liking, cooperative participation, and self-directedness subscale scores and lower
measures of school avoidance subscale scores than The 101s parent training and control
children whose teachers were not trained in The 101s as measured by the TRSSA (Birch
& Ladd, 1997)? The hypotheses associated with this question are:
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Ho: After The 101s teacher training, there is no difference between the mean
scores on children's school adjustment in The 101s training group and the
other two groups.
Hi: After The 101s teacher training, The 101s intervention group children whose
teachers have been trained in The 101s have significantly higher mean scores
on school liking, cooperative participation, and self-directedness and lower
mean scores on school avoidance than the children whose teachers received
no training in The 101s parent training and control groups.
In order to examine whether children's academic development is mediated by The
101s training, further research questions and hypotheses are described as follows:
The fourth question is: Does The 101s training result in a positive correlation
between the teachers' use of positive discipline as measured by The 101s Teacher
Interaction Checklist and the teacher-child relationship quality as measured by the
STRS? The hypotheses associated with this question are:
Ho: The 101s training does not result in any correlation between the teachers
interaction subscales as measured by The 101s Teacher Interaction Checklist
and the teacher-child relationship subscales as measured by the STRS.
Hi: The 101s training results in a correlation between teacher interaction
subscales as measured by The Wis Teacher Interaction Checklist and the
teacher-child relationship subscales as measured by the STRS.
The fifth question is: Does The 101s training result in a positive correlation
between the positive teacher-child relationship quality as measured by the STRS and
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children's school adjustment as measured by the TRSSA? The hypotheses associated
with this question are:
Ho: The 101s training does not result in any correlation between the teacher-child
relationship subscales as measured by the STRS and children's school
adjustment subscales as measured by the TRSSA.
Hi: The 101s training results in correlations between the teacher-child relationship
subscales as measured by the STRS and children's school adjustment
subscales as measured by the TRSSA.
The sixth question is: Does The 101s training result in a correlation between the
teacher-child relationships and children's academic achievement, and a correlation
between children's school adjustment skills and children's academic achievement as
measured by academic scores? The hypotheses associated with this question are:
Ho: The 101s training does not result in any correlation between the teacher-child
relationship subscales as measured by STRS and the children's school
adjustment subscales as measured by the TRSSA and children's academic
achievement as measured by children's language scores and critical thinking
scores.
Hi: The 101s training results in correlations between the teacher-child relationship
subscales as measured by STRS and the children's school adjustment
subscales as measured by the TRSSA and children's academic achievement
as measured by children's language scores and critical thinking scores.
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Setting and Population
In Thailand, pre-kindergarten and kindergarten levels are not mandatory. Most
schools that provide kindergarten program are private schools in urban areas. Therefore,
the target population of the current study is kindergarten teachers and their students in
private elementary school in Bangkok, Thailand. Ten kindergarten classrooms of two
private elementary schools located in an urban area were participated on the study. The
schools had average enrollments of 600 students and serves grade Pre-Kindergarten thru
six. Most of the students of the schools came from middle socio-economic levels. All
parents of the students pay the tuition to attend these schools.
Sample. Bangkok is divided into 50 districts. The researcher wrote down the
names of the entire school districts and put in a box. Chatuchak school district was drawn
to be the sample of the current study by using simple random sampling. The list of 180
private elementary schools containing kindergarten classrooms located in Chatuchak
district was provided by Bangkok Education Service Office (BESO). The researcher
utilized systematic random sampling to select participated schools by sending an e-mail
and making a phone call to every fourth school of the list. 45 private elementary schools
were contacted. The training school and control School were the first two schools that
agreed to participate in the current study. Thus, the sample of this study consisted of 20
kindergarten teachers and 164 three to four-year-old students enrolled in the ten
classrooms in May, 2009 in two private elementary schools located in Chatuchak district,
Bangkok, Thailand. The kindergarten teachers in the 101s training school were randomly
selected to be in The 101s teacher training group, in which the teachers received The 10Is
teacher training, and The 101s parent training group, in which the parents received
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The Wis parent training but the teachers received no The 101s training. The kindergarten
teachers in control school were randomly selected to be in the control group, in which
neither teachers nor parents received The 101s training.
The 101s teacher training group consisted of three kindergarten classrooms, six
teachers, and 59 children. The 101s parent training group consisted of three kindergarten
classrooms, six teachers, and 50 children. The control group consisted of four
kindergarten classrooms, eight teachers, and 55 children. Demographic similarities
between the intervention and control group were high. All the teacher participants in the
training group were female and had a baccalaureate degree in Early Childhood
Education. The following explained demographic data and background of the teacher and
children participants in each group.
The 101s teacher training group. Demographic data of the teacher participants in
the 101s teacher training group revealed a mean age of 37.67 years old, with rage 24. The
rage of years of teaching experiences was 28, with a mean of 16 years.
Demographic data of the children participants in the 101s teacher training group
revealed ages ranging from 32 to 43 months, with a mean age of 37 months; 31(52.5%)
of the children participants were girls, and 28 (47.5%) were boys. The majority (98%)
had had no preschool experience, and the remaining (2%) had one year of preschool
experience. 27 (45.8%) of the children participants had parents who had baccalaureate
degree, 29 (49.2%) of the children participants had parents who had master degree, and 3
(5.1%) of the children participants had parents who had doctoral degree. 44 (74.6%) of
the children participants had family's income between 10,000-50,000 baht per month, 10
(17%) of the children participants had family's income more than 50,000 baht per month,
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and 5 (8.5%) of the children participants had family's income less than 10,000 baht per
month
Joint study group/The 101s parent training group. By the time the current study is
being implemented, concurrent research on The 101s parent training was implemented by
another researcher, using the same measurements as the current study (i.e., The 101s
Teacher Interaction Checklist, STRS, TRSSA, and report cards). As parents also played
an important role in a child's social-emotional and academic development, the researcher
would borrow her data to examine the differences among classrooms. The data collected
in the joint study groups (i.e., parent training group) was used for data analysis and
discussion in later chapters. Demographic data of the teacher participants in the 101s
parent training group revealed a mean age of 37.67 years old, with rage 23. The rage of
years of teaching experiences was 28, with a mean of 16 years.
Demographic data of the children participants in the 101s parent training group
revealed ages ranging from 34 to 44 months, with a mean age of 37.3 months; 27(54%)
of the children participants were girls, and 23 (46%) were boys. The majority (99%) had
had no preschool experience, and the remaining (1%) had one year of preschool
experience. 29 (58%) of the children participants had parents who had baccalaureate
degree, 21 (42%) of the children participants had parents who had master degree, and
none of the children participants had parents who had doctoral degree. 43 (86%) of the
children participants had family's income between 10,000-50,000 baht per month, 6
(12%) of the children participants had family's income more than 50,000 baht per month,
and one (2%) of the children participants had family's income less than 10,000 baht per
month
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Control group. Demographic data of the teacher participants in the control group
revealed a mean age of 36.9 years old, with rage 23. The rage of years of teaching
experiences was 28, with a mean of 16.3 years.
Demographic data of the children participants revealed ages ranging from 32 to
44 months, with a mean age of 37 months; 36 (65.5%) of the children participants were
girls, and 19 (34.5%) were boys. The majority (98 %) had had no preschool experience,
and the remaining (2 %) had one year of preschool experience. 25 (45.5%) of the children
participants had parents who had baccalaureate degree, 29 (52.7%) of the children
participants had parents who had master degree, and 1 (1.8%) of the children participants
had parents who had doctoral degree. 34 (62%) of the children participants had family's
income between 10,000-50,000 baht per month, 15 (27.2%) of the children participants
had family's income more than 50,000 baht per month, and 6 (10.9%) of the children
participants had family's income less than 10,000 baht per month
Interventions
Teacher training. The teachers in The 101s teacher training group were asked to
participate in 1 half-day session of the 101s teacher training. The manual of The 101s: A
Guide to Positive Discipline Teacher Training Manual (Appendix E) was distributed to
the teachers in the intervention group. The training focused on the significance of positive
teacher-child relationships to children's school outcomes and the impact of teacher
interaction strategies on teacher-child relationship quality, and the significant of social
and emotional development to children's school outcomes and the impact of teacher
interaction strategies on children's social-emotional and academic development. Then,
the teachers in the The 101s teacher training group were introduced to the ten principles
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of The Wis related to creating emotional support environment, including Belonging and
Significant Principle, Get on the Child's Eye Level Principle, and Validation Principle,
and the other positive principles of The Wis related to classroom behavioral
management, including Make a Big Deal Principle, Incompatible Alternative Principle,
and Choice Principle, When/Then Abuse it/Lose it principle, Timer Says It's Time
Principle, I Message Principle, and Whisper Principle. The session ended with
discussion and questions concerning how to use of the positive principles.
The teachers in The Wis teacher training group were asked to participate in 4
following up sessions of The Wis teacher training. The trained teachers would meet with
the researcher approximately two hours on 4 Fridays. The trained teachers were asked to
record the principles they used in their classrooms each day and bring to the meeting for
sharing and group discussion. The following up sessions focused on group discussion
concerning the feedback, comment, and questions about the use of the positive discipline.
The main goal of this training was twofold: First, to help the teachers to increase
the use of the positive teacher-child interaction and reduce the use of the negative
teacher-child relations, and second, to facilitate the development of positive relationships
of the teachers and their students and the development of children's school adjustment.
The teachers learned the significance of the positive teacher-child relationships to
children's school outcomes, the effective use of praise and encouragement, and ways to
promote children's school adjustment. Intervention teachers were asked to report positive
discipline they use in particular situations and the results of using positive discipline. The
trained teachers could also ask for consultation concerning techniques for using the ten
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positive principles. In addition, the trained teachers would receive a timer as additional
tool for using Timer Principle as part of the research implementation.
Joint Study Group/Parent training. The parents in The 101s parent training group
were asked to participate in 1 half-day session of the 101s parent training whereas the
teachers received no The 101s training. The training focused on the significance of
positive parent-child relationships to children's school outcomes and the impact of parent
interaction strategies on teacher-child relationship quality, and the significant of social
and emotional development to children's school outcomes and the impact of parent
interaction strategies on children's social-emotional and academic development. Then,
the parent in The 101s parent training group were introduced to the ten principles of The
101s related to creating emotional support environment, including Belonging and
Significant Principle, Get on the Child's Eye Level Principle, and Validation Principle,
and the other positive principles of The 101s related to classroom behavioral
management, including Make a Big Deal Principle, Incompatible Alternative Principle,
and Choice Principle, When/Then Abuse it/Lose it principle, Timer Says It's Time
Principle, I Message Principle, and Whisper Principle. The session ended with
discussion and questions concerning how to use of the positive principles.
Control School. Neither Teachers nor parents in the control school received no
training during collecting pretest and post-test data. The teachers in the control group
would use their regular school curriculum and services. However, after collecting posttest data, the teachers in the control group received The 101s teacher training and timers.
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Independent Variable and Dependent Variables
Independent Variable. In this study, The 101s teacher training is the independent
variable. The researcher translated the principles of The 101s discussed in the
introductory chapter and designed The 101s training program for the Thai teachers in The
101s teacher training group.
Dependent variables. Based on the research questions of the study, there are four
dependent variables, including (1) the teachers' interaction practices, (2) the teacher-child
relationship quality, (3) the children's school adjustment, and (4) the children's academic
outcomes.
Instruments
The information for this research was collected by classroom observations,
teachers' ratings, and report cards. The data was gathered by employing the following
instruments: The 101s Teacher Interaction Checklist (Masterson & Kersey, 2008;
Thanasetkorn, 2008); the Student-Teacher Relationship Scale (STRS; Pianta, 2001), and
the Teacher Rating Scale of School Adjustment (TRSSA, Birch & Ladd, 1997). Since the
tools have never been used with Thai children by Thai teachers, each tool was piloted in
Thai kindergarten classrooms to determine the extent of cultural bias. A brief description
of each data instrument is illustrated.
The 101s Teacher Interaction Checklist. The 101s Teacher Interaction Checklist
(Masterson & Kersey, 2008; Thanasetkorn, 2008) is designed to measure a teacher's
interaction practices that are supported by The 101s teacher training program. For the
purpose of the current study, the instrument was developed by the researcher, under the
guidance of a team of advisors in early childhood education to use in the current research
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for two main purposes: (1) to assess the intervention integrity and (2) to assess the impact
of teachers' interaction practices on teacher-child relationship quality and children's
outcomes. In order to certify that the instrument truly measures what the researcher
intends to measure, the blueprints for each goal and objective are developed and reviewed
using an expert review strategy. Under the guidance of the team of advisors in early
childhood education, the measured content was reviewed and approved. The 101s
Teacher Interaction Checklist was piloted in Thai kindergarten classrooms to ensure the
validity of cultural construct. The result from the pilot study showed that the The 101s
Teacher Interaction Checklist was culturally validated in Thai kindergarten classrooms.
In addition, the records of using the principles of The 101s in The 101s teacher training
classrooms recorded by the trained teachers were used to establish the criterion validity.
The 101s Teacher Interaction Checklist consists of 20 items asking observers to
rate how a teacher interact to the children in his/her classroom. It contains two separated
subscales: Positive Interaction Checklist and Negative Interaction Checklist. First,
Positive Interaction Checklist subscale contains 10 items reflecting the degree to which
the teachers use the principles of The 101s to interact to the children. Seven items in the
Positive Interaction Checklist, including Make a Big Deal Principle, Incompatible
Alternative Principle, When/Then Abuse it/Lose it Principle, Whisper Principle,
Belonging and Significance Principle, Get on the Child's Eye Level Principle, and
Validation Principle, were drawn from The 101s Teacher Interaction Checklist
(Masterson & Kersey, 2008) that supports The 101s training in the United States. The
checklists were found to be correlated to the CLASS observation system (Masterson,
2008). In addition to the seven items, the researchers added three more principles of The
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101s: A Guide to Positive Discipline (Kersey, 2006) on the Positive Interaction Checklist
subscale in order to support the purpose of The 101s teacher training for the current
study. The three principles included Choice Principle, I Message Principle, and Timer
Says It's Time Principle. The checklists were pilot-tested to establish correlation to the
The 101s Teacher Interaction Checklist observation system (Masterson & Kersey, 2008).
Second, the Negative Interaction Checklist subscale contains 10 items the degree
to which the teachers use negative discipline to interact to the children. The checklist
scales in the Negative Interaction Checklist subscale were constructed based on the pilot
study on the typical discipline Thai kindergarten teachers used in their classrooms. The
pilot study showed that each item in the Negative Discipline Practice subscale was found
as typical discipline practices in Thai kindergarten classrooms (Thanasetkorn &
Thanasetkorn, 2008). The checklists were pilot-tested to establish correlation to the The
101s Teacher Interaction Checklist observation system (Masterson & Kersey, 2008).
All items in the Positive Interaction Checklist subscale are written in a 3-point
Likert-type scale, ranged from "Not Characteristic" (1) to "Usually Characteristic" (3).
The observation system contained four time observations. Each time, a 20-minute
observation was included. Because there are two trained observers, inter-rater reliability
was used to assess the consistency of implementing the rating system. The inter-rater
reliability agreement was .87 to .96.
Student-Teacher Relationship Scale (STRS). The Student-Teacher Relationship
Scale (STRS; Pianta, 2001) was designed to measure a teacher's perceptions of his/her
relationship with a particular student. The instrument has been used widely in the U.S as
a measure of teacher-child relationship quality in early childhood education research
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(e.g., Baker, 2006; Birch & Ladd, 1997; Pianta & Nimetz, 1991; Pianta & Stuhlman,
2004). The STRS was also piloted in kindergarten classrooms in Thailand in order to
discover the cultural relevance.
The STRS consists of 28 items asking a teacher's feeling about a child, beliefs
about the child's feeling toward him or her, and teacher's observations of the child's
behaviors in relation to the teacher. All items were written in a 5-point Likert-type scale,
ranged from "definitely does not apply" (1) to "definitely applies" (5). Teachers rate 28
statements that relate to their current relationship with a particular child. The STRS
provides three constructs: Closeness, Dependence, and Conflict. The Closeness subscale
contains 11 items, reflecting closeness, warmth, and open communication in the teacherchild relationship (e.g., "I share an affectionate, warm relationship with the child;" a =
.90). The Dependence subscale contains 4 items, reflecting the degree to which the child
is overly dependent on the teacher (e.g., "This child is overly dependent on me;" a = .69).
Finally, the Conflict subscale contains 12 items, reflecting conflict in the teacher-child
relationship (e.g., "This child and I always seem to be struggling with each other;" a =
.93) (Birch & Ladd, 1997).
Teacher Rating Scale of School Adjustment (TRSSA). The Teacher Rating Scale
of School Adjustment (TRSSA) is designed to measure various aspects of children's
school adjustment based on the teacher's perception. This instrument was designed by
Sondra H. Birch and colleagues in 1997 for their own research in studying the teacherchild relationship as it relates to the school adjustment of the kindergartener. The TRSSA
was piloted in Thai kindergarten classrooms to ensure the validity of cultural construct.
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The results from the pilot study showed that the TRSSA was culturally validated in Thai
kindergarten classrooms.
The TRSSA consists of 27 items asking a teacher's perceptions and observations
of the child's behaviors in relation to school adjustment. All items were written in a 3point Likert-type scale, ranged from "does not apply" (1) to "certainly applies" (3). The
TRSSA provides five reliable subscales. However, only four subscales were utilized in
this study: School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness. The School Liking contains 5 items, reflecting the teacher's perceptions of
the how much the child likes school (e.g., "The child likes to come to school;" a = .89).
The School Avoidance subscale contains of 5 items, reflecting the teacher's perceptions
of the child's effort to avoid the classroom environment (e.g., "The child makes up
reasons to go home from school;" a = .74). The Cooperative Participation subscale
includes 8 items, reflecting the teacher's perceptions of the child's acceptance of the
teacher's authority and compliance with classroom rules and responsibilities (e.g., "The
child follows teacher's directions;" a = .92). Finally, the Self-Directedness subscale
contains 9 items, reflecting the teacher's perceptions of children's self-directedness
illustrated in the classroom (e.g., "The child is self-directed child;" a = .91). The TRSSA
was shown to be reliable and valid with children (e.g., Birch & Ladd, 1997; Ladd &
Burgess, 2001). The TRSSA subscales correlate significantly in predicted directions with
teachers ratings using the STRS in kindergarten (Birch & Ladd, 1997; Ladd & Burgess,
2001).
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Data Collection Procedure
Achievement data. During the fall of 2008, the researcher contacted the director of
the training school, and the director of the control school to obtain permission to conduct
the research. The letters of informed consents were distributed to the teacher participants
and the parents of the children participants and were collected in May, 2009. The 101s
teacher training group was informed about the purposes of the study, the days for The
101s teacher training, and the use of the measurements. The teachers in The 101s teacher
training group were asked not to share the information about The 101s teacher training
with the others in order to prevent diffusion or imitation of treatment. The teachers in The
101s parent training and control groups were informed that the purpose of the study was
to examine the general classroom quality and children's outcomes using pretest and
posttest, not to evaluate personal's teacher quality. The teachers in The 101s parent
training and control groups were also informed how to use the measurements. Consent
letters for classroom observations and surveys were given to the teachers and parents of
the children in both the intervention and control groups at the beginning of the semester.
The letter informed the participants that their participation was voluntary, they were
allowed to leave the study at anytime, and that their data would be kept confidential.
Pretest observation. The measure of teacher interaction practices were gathered
sequentially in The 101s teacher training, The 101s parent training, and the control groups
during the early weeks of kindergarten using The 101s Teacher Interaction Checklist, and
examined in relation to the teacher-child relationship quality and children's school
adjustment. Two trained observers visited the classrooms several times per week during
the first two weeks. Figure 2 demonstrates the period of the measurements.
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Figure 2. The period of the measurements

Posttest observation. Measure of teacher interaction practices was gathered
sequentially again in The 101s teacher training, The 101s parent training, and the control
groups using The 101s Teacher Interaction Checklist, and examined in relation to
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teacher-child relationship quality as measured by STRS and children's school adjustment
as measured by TRSSA. The trained observers visited classrooms several times per week
during week 9 and week 10 of the semester.
Pretest teacher's ratings. The teachers in The 101s teacher training, The Wis
parent training, and the control groups were asked to rate teacher-child relationship
quality and children's school adjustment. The teachers rated the certain features of the
teacher-child relationship quality on the STRS (Pianta, 2001), based on the teachers'
perceptions of the teachers' relationships with a child, a child's interactive behavior with
the teacher, and the teachers' beliefs about the student's feelings toward the teacher. The
teachers also rated children's school adjustment on TRSSA (Birch & Ladd, 1997) based
on the teacher's perceptions and observations of the child's behaviors in relation to multiaspects of school adjustment. The researcher collected the questionnaires during week 3
of the semester.
Posttest teacher's ratings. The teachers The 101s teacher training, The 101s
parent training, and the control groups were asked again to rate the teacher-child
relationship quality and the children's social school adjustment on the same instruments
(i.e., STRS and TRSSA). The researcher collected the questionnaires during week 10 of
the semester. The questionnaires and the response of the participants (both pretest and
posttest) were kept in a locked file cabinet in the researcher's office. The researcher was
the only individual who sees the individual questionnaire results.
Pretest report cards. The children The Wis teacher training, The Wis parent
training, and the control groups took the school exam during week 3 of the semester. The
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teachers The 101s teacher training, The 101s parent training, and the control groups were
asked to report the children's grades at the end of week 3.
Posttest report cards. The children in both The 101s teacher training, The 101s
parent training, and the control groups took the school exam again at week 13. The
teachers in The 101s teacher training, The 101s parent training, and the control groups
were asked to report the children's grades at the end of week 13.
Data Analysis
This research employs both descriptive and inferential methods of data analysis.
In the beginning, descriptive statistics for the sample background characteristics were
computed separately for the total student and teacher sample and for those in The 101s
teacher training, The 101s parent training, and the control groups. Descriptions of
children's background (i.e., age, gender, and number of years in preschool) and teachers'
background (i.e., gender, level of education, and years of teaching experiences) were
presented. Then, descriptive statistics (means and standard deviations) for the total score
from each subscale of The 101s Teacher Interaction Checklist, STRS, and TRSSA were
presented separately for each group.
The purpose of the present study is twofold: First, to investigate the impact of The
101s teacher training on the changes in teacher interaction practices, the quality of
teacher-child relationships, and children's school adjustment, and second to examine how
these changes impact academic achievement in kindergarten classrooms in Thailand.
Therefore, an inferential analysis was performed to address the six quantitative research
questions. The inferential analysis was performed using an alpha level of .05 (p < .05) for
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all statistical tests. To address the first purpose of the current study, the first three
research questions are:
1. After The 101s teacher training, does teachers in The 101s training group have
higher measures of positive teacher interaction subscales and lower measures of
negative teacher interaction subscales after The Wis training than The 101s
parent training and control teachers who were not trained in The 101s training as
measured by The 101s Teacher Interaction Checklist (Masterson & Kersey, 2008;
Thanasetkorn, 2008)?
2. After The Wis teacher training, do teachers in The Wis training group have
higher measures of teacher-child closeness subscale scores and lower measures of
teacher-child conflict and teacher-child dependence subscale scores than The Wis
parent training and control teachers as measured by the STRS (Pianta 2001)?
3. After The Wis teacher training, do The Wis intervention group children whose
teachers have been trained in The Wis have higher measures of school adjustment
subscale scores than The Wis parent training and control children whose teachers
were not trained in The Wis as measured by the TRSSA (Birch & Ladd, 1997)?
To address the first three questions, a series of multivariate of covariance
(MANCOVA) was calculated to examine the effect of The Wis teacher training
(Independent Variable) on posttest teachers' interaction practice scores as measured by
The Wis Teacher Interaction Checklist, the teacher-child relationship scores as measured
by the STRS and the children's school adjustment scores as measured by the TRSSA
(Dependent Variables), covarying out the effect of teachers' teaching experience, student
age and gender.

In order to examine whether children's academic development is mediated by The
101s training, further research questions are:
4. Does The 101s training result in a positive correlation between the teachers' use
of positive discipline as measured by The 101s Teacher Interaction Checklist and
the teacher-child relationship quality as measured by the STRS?
5. Does The 101s training result in a positive correlation between the positive
teacher-child relationship quality as measured by the STRS and children's school
adjustment as measured by the TRSSA?
6. Does The 101s training result in a correlation between the teacher-child
relationships and children's academic achievement, and a correlation between
children's school adjustment skills and children's academic achievement as
measured by academic scores?
To address the last three questions, correlational analyses were performed to
investigate the relationships between teachers' interaction practices as measured by The
101s Teacher Interaction Checklist (Masterson & Kersey, 2008; Thanasetkorn, 2008) and
the teacher-child relationship quality as measured by the STRS. Moreover, correlational
analyses were performed to investigate the relationships between the teacher-child
relationship quality as measured by the STRS and the children's school adjustment as
measured by the TRSSA and academic achievement as measured by children's language
and critical thinking scores reported on the reported cards. Finally, correlational analyses
were performed to investigate the relationships between the children's school adjustment
as measured by the TRSSA and children's academic achievement as measured by
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children's language and critical thinking scores reported on the report cards. Next
chapter, the results of the analysis of the research questions for this study are presented.

CHAPTER IV
RESULTS
This chapter describes the results of the analysis that focused on the research
questions as outlined in the previous chapter. The analysis of the research questions for
this study is presented in two separate sections. Section 1 presents the results of the
analysis that focused on Research Question 1 to Research Question 3, addressing the
impact of The Wis teacher training on the changes in (a) teachers' interaction practices
as measured by The 101s Teacher Interaction Checklist, (b) the teacher-child relationship
quality as measured by the STRS, and (c) the children's school adjustment as measured
by the TRSSA. The subscale scores of all measures were analyzed using multivariate
analysis of covariance (MANCOVA) tests to examine potential among group differences
on changes in the measures. In the analyses, the three groups of independent variables
were The 101s teacher training group in which teachers received The Wis training, The
101s parent training group in which parents received The 101s training, and control group
in which neither teachers nor parents received The Wis training.
For Research Question 1: "After The Wis teacher training, do teachers in The
Wis training group have higher measures of positive teacher interaction subscale scores
and lower measures of negative teacher interaction subscale scores than The Wis parent
training and control teachers who were not trained in The Wis training as measured by
The Wis Teacher Interaction Checklist (Masterson & Kersey, 2008; Thanasetkorn,
2008)?" The Wis teacher training, teacher gender, educational level, and years of
teaching experience were expected to predict the changes in teacher interaction practices.
However, since all teachers were female and had a B.A degree in early childhood

education, teacher gender and educational levels were not included as variables in the
analysis. Only the number of years of teaching experience was a covariate in the analysis.
Next, the underlying assumptions for MANCOVA were examined. Then, the results of
MANCOVA were calculated to evaluate the significance between mean differences after
The 101s teacher training on four dimensions of the teacher interaction practices (i.e.,
Positive Classroom Management, Positive Emotional Management, Critical/Harsh,
Verbal Punishment) as indicated by The 101s Teacher Interaction Checklist scores were
reported.
For Research Question 2: "After The 101s teacher training, do teachers in The
101s training group have higher measures of teacher-child closeness subscale scores and
lower measures of teacher-child conflict and teacher-child dependence subscale scores
than The 101s parent training and control teachers as measured by the STRS (Pianta
2001)?" The 101s teacher training and years of teaching experience were expected to
predict the changes in the teacher-child relationships. After the reports of underlying
assumptions for MANCOVA, the results of MANCOVA to evaluate the significance
between mean differences after The 101s training on three aspects of teacher-child
relationships (i.e., Closeness, Dependence, Conflict) as indicated by the STRS scores
were reported.
For Research Question 3: "After The 101s teacher training, do The 101s
intervention group children whose teachers have been trained in The 101s have higher
measures of school liking, cooperative participation, and self-directedness subscale
scores and lower measures of school avoidance than The 101s parent training and control
children whose teachers were not trained in The 101s as measured by the TRSSA (Birch
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& Ladd, 1997)?" The 101s teacher training, student gender, ages, and preschool
background were expected to predict the changes in teacher interaction practices, teacherchild relationships, and children's school adjustment. However, the students' preschool
background was not included as a variable in this analysis because there were too few
children who attended preschool to include it as a variable. Only student groups and
gender were included as independent variables in the analysis. Student age was also
included as a covariate. After the reports of underlying assumptions for MANCOVA, the
results of MANCOVA were calculated to evaluate the significance between mean
differences after The 101s training on four dimensions of school adjustment (i.e., School
Liking, School Avoidance, Cooperative Participation, Self-Directedness) as indicated by
TRSSA were reported.
Next, Section 2 presents the results of the analysis that focused on Research
Question 4 to Research Question 6, addressing the relationships among the changes in
teachers' interaction practices, the teacher-child relationship quality, and the children's
school adjustment and the relationships between these changes and children's academic
achievement. For Research Question 4: "Does The 101s training result in a positive
correlation between the teachers' use of positive discipline as measured by The 101s
Teacher Interaction Checklist and the teacher-child relationship quality as measured by
the STRS?" The results of a bivariate correlation undertaken between the four dimensions
of teacher interaction practices as measured by The 101s Teacher-Interaction Checklist
and the three aspects of teacher-child relationship as measured by STRS were reported.
For Research Question 5: "Does The 101s training result in a positive correlation
between the positive teacher-child relationship quality as measured by the STRS and
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children's school adjustment as measured by the TRSSA?" The results of a bivariate
correlation undertaken between the three aspects of teacher-child relationship as
measured by STRS and the four dimensions of school adjustment as measured by TRSSA
were reported.
Finally, for Research Question 6: "Does The 101s training result in a positive
correlation between the teacher-child relationships and children's academic achievement,
and a positive correlation between children's school adjustment skills and children's
academic achievement as measured by academic scores?" The results of a bivariate
correlation undertaken among the four dimensions of school adjustment as measured by
TRSSA and students' academic achievement as measured by school report cards were
reported.
The Impact of The Wis Teacher Training on the Changes in Teacher Interaction
Practices, Teacher-Child Relationships, and School Adjustment
Research Question I: After The Wis teacher training, do teachers in The Wis
training group have higher measures of positive teacher interaction subscale scores and
lower measures of negative teacher interaction subscale scores than The Wis parent
training and control teachers who were not trained in The Wis training as measured by
The Wis Teacher Interaction Checklist (Masterson & Kersey, 2008; Thanasetkorn,
2008)?. A MANCOVA was performed to evaluate the significance between mean
differences for three groups of independent variables {i.e., The Wis teacher training
group, The Wis parent training, and control group) on the subscale scores of The Wis
Teacher Interaction Checklist {i.e., Positive Classroom Management skills, Positive
Emotional Support skills, Critical/Harsh practices, and Verbal Punishment practices). The
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number of teachers' years of teaching experience was also included in this analysis as a
covariate. The change scores for The 101s Teacher Interaction Checklist subscales were
created by subtracting posttest scores from pretest scores in order to quantify the changes.
The change score for each subscale outcome ranged from positive, indicating that the
posttest mean scores of The 101s Teacher Interaction Checklist subscales increased after
The 101s teacher training, to negative indicating that the posttest mean scores of The 101s
Teacher Interaction Checklist subscales decreased after The 101s teacher training. Table
1 shows the descriptive statistical of The 101s Teacher Interaction Checklist for all
teacher participants.

Table 1
Descriptive Statistics of The 101s Teacher Interaction Checklist.
N

Mean

Std.
Deviation

Skewness

Kurtosis

20

0.9099

0.67791

-0.167

0.831

20

0.8458

0.75475

0.073

-1.120

Critical/ Harsh

20

0.1513

0.48166

0.526

-0.585

Verbal Punishment

20

-0.3699

0.77904

-0.164

-0.409

Positive Classroom
Management
Positive Emotional
Support
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Before performing a MANCOVA, the data variables were screened to evaluate
the assumptions of MANCOVA for normality, homoscedasticity, and correlation among
dependent variables. The normal distributions of variables were analyzed using the
Explore procedure at an alpha level of .01. The results of descriptive statistic showed that
most variables were located within the -1 to 1 rage of skewness and kurtosis (see Table
1). The Shapiro-Wilk statistic was also utilized to test the normality for small sample size
(iV< 50). The significance levels of Positive Classroom Management, Positive Emotional
Support, Critical Harsh, and Verbal Punishment were greater than .01(p. > .01); therefore,
the normality was assumed. The homogeneity of variance-covariance matrices was
analyzed using Box's M Test. The significant level of the Box's M Test was not
significant at an alpha level of .001 (p. > .001); therefore, the variance-covariance matrix
of Positive Classroom Management, Positive Emotional Support, Critical/Harsh, and
Verbal Punishment were not different. The correlation among dependent variables was
tested using Bartlett's Test. Since the significant level of the Bartlett's Test was
significant at an alpha level of .05 (p. < .05), the dependent variables in this study (i.e.,
Positive Classroom Management, Positive Emotional Support, Critical/Harsh, and Verbal
Punishment) were related. Therefore, MANCOVA analysis could be performed.
A MANCOVA was conducted to examine significant group differences on a
linear combination of Positive Classroom Management, Positive Emotional Support,
Critical/Harsh, and Verbal Punishment. Four multivariate statistics were provided on the
Multivariate Tests Table of The 101s Teacher Interaction Checklist subscales. Pillai's
Trace statistic was reported since it was considered to have acceptable power and to be
the most robust statistic against violations of assumptions, (see Table 2). The intercept

102
was examined the effect of teachers' years of teaching experience and The 101s training
interaction (teachers' years of teaching experience x The 101s training model) on Positive
Classroom Management, Positive Emotional Support, Critical/Harsh, and Verbal
Punishment. The multivariate test for the intercept was significant (F = 16.671, p. < .05).
It indicates that teachers' years of teaching experience and The 101s training interaction
significantly had an effect on Positive Classroom Management, Positive Emotional
Support, Critical/Harsh, and Verbal Punishment.

Table 2
Multivariate Tests Table of The 101s Teacher Interaction Checklist Subscales.

Effect of Pillai's Test

F

Hypothesis
Degree of
Freedom (df)

P-Value

Intercept

16.671

4.00

0.000

Year of Teaching Experience

0.766

4.00

0.566

Training

2.701

4.00

0.024

For teachers' years of teaching experience, the multivariate test was not
significant (F =.766, p. > .05), indicating that teachers' years of teaching experience did
not have any main effect on a statistically significant difference between the mean scores
on Positive Classroom Management, Positive Emotional Support, Critical/Harsh, and
Verbal Punishment for teacher training, parent training, and control groups. However, for
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The 101s training, the multivariate test was significant (F = 2.701, p. < .05). It indicates
that The 101s training had an effect on a statistically significant difference between the
mean scores on Positive Classroom Management, Positive Emotional Support,
Critical/Harsh, and Verbal Punishment for teacher training, parent training, and control
groups. Therefore, the multivariate tests showed that no effect for teachers' years of
teaching experiences was found whereas findings for The 101s training are significant.
The univariate followed-up F-tests were performed to examine the effect of
independent variables (i.e., teachers' years of experience and The 101s training) on each
individual dependent variable (i.e., Positive Classroom Management, Positive Emotional
Support, Critical/Harsh, and Verbal Punishment) (see Table 3). For teachers' years of
experience, the univariate F-tests for Positive Classroom Management, Positive
Emotional Support, Critical/Harsh, and Verbal Punishment were not significant (F =
1.971, .015, .256, and .275 respectively, p. > .05). It indicates that teachers' Positive
Classroom Management skills, Positive Emotional Support skills, Critical/Harsh
practices, and Verbal Punishment practices were not significantly influenced by their
years of teaching experience.
For The 101s training, the univariate F-tests for Positive Classroom Management,
Positive Emotional Support, Critical/Harsh, and Verbal Punishment were significant (F =
19.345,13.849, 5.696, and .3.370 respectively, p. < .05). It indicates that teachers'
Positive Classroom Management skills, Positive Emotional Support skills, Critical/Harsh
practices, and Verbal Punishment practices were significantly influenced by The 101s
training. Further analytic comparisons using Post Hoc test were conducted to examine the

significant differences of each dependent variable among groups (i.e., The 101s teacher
training, The 101s parent training, control group)

Table 3
The Univariate F-Tests Table of The Wis Teacher Interaction Subscales.
Source

Dependent
Variables

Degree of
Freedom (df)

F

P-Value

Years of
Teaching
Experience

Positive Classroom
Management

1

1.972

0.179

Positive Emotional
Support

1

0.015

0.903

Critical/ Harsh

1

0.256

0.620

Verbal Punishment

1

0.275

0.607

Positive Classroom
Management

2

19.345

0.000

Positive Emotional
Support

2

13.849

0.000

Critical/ Harsh

2

5.696

0.014

Verbal Punishment

2

11.504

0.001

Training

Levene's test was calculated to examine the homogeneity of variance for Positive
Classroom Management, Positive Emotional Support, Critical/Harsh, and Verbal
Punishment for The 101s teacher training, The 101s parent training, and control groups.
For Positive Classroom Management and Positive Emotional Support, the Levene's Test
of Equality of Error Variance was significant (p. < .05), indicating that the variances of
Positive Classroom Management and Positive Emotional Support scores were different
across groups. However, for Critical/Harsh and Verbal Punishment, the Levene's test of
equality of error variance was not significant (p. > .05), indicating that the variances of
Critical/Harsh and Verbal Punishment scores were not different across groups at an alpha
level of .05.
Since the variances of Positive Classroom Management skills were not equal
across groups, the Dunnett T3 statistic was considered. For Positive classroom
management skills, Post Hoc results indicated that the variance of group means was
significantly different among groups (i.e., The 101s teacher training group, The 101s
parent training group, control group) at alpha level of .05 (p. < .05) (see Table 4). The
101s teacher training group (M = 1.7, SD = .24, n = 6) (see Table 5) had significantly
higher mean score than both the control group (M = .30, SD = .51, n = 8) and The 101s
parent training group (M = .60, SD = .50, n = 6). Therefore, it can be concluded that the
variance of group mean differences for Positive Classroom Management skills are
statistically positively related to The 101s teacher training.

Table 4
Multiple Comparisons Table of The 101s Teacher Interaction Subscales.
Dependent Variables
Positive
Classroom
Management

Dunnett T3

(I) Sample

(J) Sample

Teacher
Training
Group

Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group
Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group

Control
Group

Positive
Emotional
Support

Dunnett T3

Parent
Training
Group
Teacher
Training
Group
Control
Group
Parent
Training
Group

Critical/
Harsh

LSD

Teacher
Training
Group
Control
Group
Parent
Training
Group

Verbal
Punishment

LSD

Teacher
Training
Group
Control
Group
Parent
Training
Group

Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group
Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group

Mean
Different
(I-J)
1.41*

P-Value
0.000

1.11*

0.005

-1.40*

0.000

-0.29

0.642

-1.11*

0.005

0.29
1.33*

0.642
0.000

1.20*

0.003

-1.33*

0.000

-0.13

0.946

-1.20*

0.003

0.13
-0.64*

0.946
0.007

-0.67*

0.008

0.64*

0.007

-0.03

0.870

0.67*

0.008

0.03

0.870

-1.30*

0.000

-1.20*

0.001

1.30*

0.000

0.06

0.842

1.20*

0.001

-0.06

0.842
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Since the variances of Positive Emotional Support skills were not equal across
groups, the Dunnett T3 statistic was considered. For Positive Emotional Support skills,
Post Hoc results indicated that the variance of group means was significantly different
among groups (i.e., The 101s teacher training group, The 101s parent training group,
control group) at alpha level of .05 (p. < .05). The 101s teacher training group (M = 1.73,
SD = .36, n = 6) had a significantly higher mean score than both the control group (M =
.40, SD = .54, n = 8) and The 101s parent training group (M = .54, SD = .48, n = 6).
Therefore, it can be concluded that the variance of group mean differences for Positive
Emotional Support skills are statistically positively related to The 101s teacher training.

Table 5
Descriptive Statistics of The 101s Teacher Interaction Checklist Subscales.

Positive
Classroom
Management

Positive Emotional
Support

Critical/ Harsh

Verbal
Punishment

N

Mean

Std. Deviation

Teacher Training
Group

6

1.70

0.24387

Control Group

8

0.30

0.51704

Parent Training Group
Teacher Training
Group
Control Group
Parent Training Group
Teacher Training
Group

6

0.60

0.50016

6

1.73

0.36673

8
6

0.40
0.54

0.54815
0.48805

6

-0.30

0.22531

Control Group

8

0.33

0.47814

Parent Training Group
Teacher Training
Group
Control Group
Parent Training Group

6

0.36

0.38297

6

-1.25

0.44429

8
6

0.03
-0.02

0.55024
0.57631

Since the variances of Critical/Harsh practices were equal across groups, the LSD
statistic was considered. For Critical/Harsh practices, Post Hoc results indicated that the
variance of group means was significantly different among groups (i.e., The 101s teacher
training group, The 101s parent training group, control group) at alpha level of .05. The
101s teacher training group (M = -.30, SD = .22, n = 6) had a significantly lower mean
score than both the control group (M = .33, SD = .47, n = 8) and The 101s parent training
group (M = .36, SD = .38, n = 6). Therefore, it can be concluded that the variance of
group mean differences for Critical/Harsh practices are statistically related to The 101s
teacher training.
Finally, since the variances of Verbal Punishment practices were equal across
groups, the LSD was considered. For Verbal Punishment practices, Post Hoc results
indicated that the variance of group means was significantly different among groups (i.e.,
The 101s teacher training group, The 101s parent training group, control group) at an
alpha level of .05 (p. < .05). The 101s teacher training group (M = -1.25, SD = .44, n = 6)
had a significantly lower mean score than both the control group (M = .03, SD = .55, n =
8) and The 101s parent training group (M = -.02, SD = .57, n = 6). Therefore, it can be
concluded that the variance of group mean differences for Critical/Harsh practices are
statistically related to The 101s teacher training.
Research question 2: After The Wis teacher training, do teachers in The 101s
training group have higher measures of teacher-child closeness subscale scores and
lower measures of teacher-child conflict and teacher-child dependence subscale scores
than The 101s parent training and control teachers as measured by the STRS (Pianta
2001)7. A MANCOVA was performed to evaluate the significance between mean
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differences for three groups of independent variables (i.e., The Wis teacher training
group, The Wis parent training, and control group) on the STRS subscale scores (i.e.,
Closeness, Conflict, Dependence). The teacher's years of teaching experience was also
included in this analysis as a covariate. The change scores for the STRS subscales were
created by subtracting posttest scores from pretest scores in order to quantify the changes.
The change score for each subscale outcome ranged from positive, indicating that the
posttest mean scores of the STRS subscales increased after The Wis teacher training, to
negative, indicating that the posttest mean scores of the STRS subscales decreased after
The Wis teacher training (see Table 6).
Before performing a MANCOVA, the data variables were screened to evaluate
the assumptions of MANCOVA for normality, homoscedasticity, and correlation among
dependent variables. The normal distributions of variables were analyzed using the
Explore procedure at an alpha level of .01. The results of descriptive statistic showed that
all variables were located within the -1 to 1 rage of skewness and kurtosis (see Table 6).
The Shapiro-Wilk statistic was also utilized to test the normality for the small sample size
(JV< 50). The significance levels of Closeness, Conflict, and Dependence were greater
than .01 (p. > .01); therefore, the normality was assumed. The homogeneity of variancecovariance matrices was analyzed using Box's M Test. The significant level of the Box's
M Test was not significant at an alpha level of .001 (p. > .001); therefore, the variancecovariance matrix of Closeness, Conflict, and Dependence were not different. The
correlation among the dependent variables was tested using Bartlett's Test. Since the
significant level of the Bartlett's Test was significant at an alpha level of .05 (p. < .05),
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the dependent variables in this study (i.e., Closeness, Conflict, Dependence) were related.
Therefore, MANCOVA analysis could be performed.

Table 6
Descriptive Statistics o/STRS.
N

Mean

Std.
Deviation

Skewness

Kurtosis

Teacher-Child
Closeness

20

0.75

0.76933

0.929

-0.346

Teacher-Child
Conflict

20

-0.57

0.56119

-0.604

-0.646

Teacher-Child
Dependence

20

-0.43

0.78107

-0.419

-0.240

A MANCOVA was conducted to examine significant group differences on a
linear combination of Closeness, Conflict, and Dependence. Four multivariate statistics
were provided on the Multivariate Tests Table of STRS Subscales. Pillai's Trace Statistic
was used since it was considered to have acceptable power and to be the most robust
statistic against violations of assumptions (see Table 7). The intercept of the effect of
teachers' years of teaching experience and The 101s training interaction (teachers' years
of teaching experience x The Wis training model) on Closeness, Conflict, and
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Dependence was examined. The multivariate test for the intercept was significant (F =
6.559, p. < .05). It indicates that there were significant main effects for the interaction of
teachers' years of teaching experience and The 101s training.
For teachers' years of teaching experience, the multivariate test was not
significant (F =.244, p. > .05), indicating that teachers' years of teaching experience did
not have a main effect on a statistically significant difference between the mean scores on
Closeness, Conflict, and Dependence for teacher training, parent training, and control
groups. However, for The 101s training, the multivariate test was significant (F = 5.387,
p. < .05). It indicates that The 101s training had a main effect on a statistically significant
difference between the mean scores on Closeness, Conflict, and Dependence for teacher
training, parent training, and control groups. Therefore, the multivariate tests showed that
no effect for teachers' years of teaching experiences was found whereas findings for The
101s training are significant.

Table 7
Multivariate Tests Table ofSTRS.

Effect of Pillai's Test

F

Hypothesis
Degree of
Freedom (df)

P-Value

Intercept

6.559

3.00

0.005

Year of Teaching Experience

.244

3.00

0.846

Training

5.387

6.00

0.001
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The univariate followed-up F-tests were performed to examine the effect of
independent variables (i.e., teacher's years of experience and The 101s training) on each
individual dependent variable (i.e., Closeness, Conflict, and Dependence) (see Table 8).
For teachers' years of teaching experience, the univariate F-test for Closeness, Conflict,
and Dependence was not significant (F = .587, .525, and .000 respectively, p. > .05). It
indicates that Close, Conflict, and Dependent teacher-child relationship qualities were not
significantly influenced by teacher's years of teaching experience.

Table 8
The Univariate F-Tests Table for STRS Sub scales

Source

Dependent
Variables

Degree of
Freedom (df)

F

P-Value

Years of
Teaching
Experience

Teacher-Child
Closeness

1

0.587

0.455

Teacher-Child
Conflict

1

0.525

0.479

Teacher-Child
Dependence

1

0.000

0.989

Teacher-Child
Closeness

2

44.590

0.000

Teacher-Child
Conflict

2

12.976

0.000

Teacher-Child
Dependence

2

11.664

0.001

Training
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For training, the univariate F-test for Closeness, Conflict, and Dependence were
significant (F = 44.590, 12.979, and 11.664 respectively, p. < .05). It indicates that Close,
Conflict, and Dependent teacher-child relationship qualities were significantly influenced
by The 101s training. Further analytic comparisons using the Post Hoc test were
conducted to examine the significant differences of each dependent variable among
groups (i.e., teacher training, parent training, control group).
Levene's Test was calculated to examine the homogeneity of variance for
Closeness, Conflict, and Dependence for teacher training, parent training, and control
groups. The Levene's Test of Equality of Error Variance for Closeness, Conflict, and
Dependence was not significant (p. > .05). It indicates that the variances of Closeness,
Conflict, and Dependence scores were not different across groups at an alpha level of .05.
Since the variances of Closeness, Conflict, and Dependence were equal across groups,
the LSD statistic was considered. For the close teacher-child relationship, the Post Hoc
results indicated that the variance of group means was significantly different among
groups (see Table 9). The Wis teacher training group (M = 1.8, SD = .42, n = 6) (see
Table 10) had a significantly higher mean score than both the control group (M = .23, SD
= .25, n = 8) and The 101s parent training group (Mean = .48, SD = .19, n = 6).
Therefore, it can be concluded that the variance of group mean differences for close
teacher-child relationship has a statistically positive relationship with The 101s teacher
training.

Table 9
Multiple Comparisons Table of the STRS Subscales

Dependent Variables
Teacher-Child
Closeness

LSD

(I) Sample

(J) Sample

Teacher
Training
Group

Control Group
Parent Training
Group
Teacher
Training Group
Parent Training
Group
Teacher
Training Group

Control
Group
Parent
Training
Group
Teacher-Child
Conflict

LSD

Teacher
Training
Group
Control
Group
Parent
Training
Group

Teacher-Child
Dependence

LSD

Teacher
Training
Group
Control
Group
Parent
Training
Group

Mean
Different
(I-J)
1.58*

P-Value
0.000

1.32*

0.000

-1.58*

0.000

-0.25

0.180

-1.32*

0.000

Control Group

0.25

0.180

Control Group
Parent Training
Group
Teacher
Training Group
Parent Training
Group
Teacher
Training Group
Control Group

-1.0*

0.000

-0.80*

0.004

0.10*

0.000

0.23

0.290

0.80*

0.008

-0.23

0.290

-1.05*

0.001

-1.56*

0.000

1.05*

0.001

-0.51

0.123

1.56*

0.000

0.51

0.123

Control Group
Parent Training
Group
Teacher
Training Group
Parent Training
Group
Teacher
Training Group
Control Group
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For the conflictive teacher-child relationship, Post Hoc results indicated that the
variance of group means was significantly different among groups at alpha level of .05.
The 101s teacher training group (M = -1.2, SD = .43, n = 6) had a significantly lower
mean score than both the control group (M = -.22, SD = .35, n = 8) and The 101s parent
training group (Mean = -.45, SD = .19, n = 6). Therefore, it can be concluded that the
variance of group mean differences for conflictive teacher-child relationship has a
statistically negative relationship with The 101s teacher training.

Table 10
Descriptive Table o/STRS Subscales

Teacher-Child
Closeness

N

Mean

Std. Deviation

Teacher Training
Group

6

1.80

0.42559

Control Group

8

0.23

0.25238

6

0.48

0.19584

6

-1.20

0.43337

8

-0.22

0.35521

6

-0.45

0.18959

6

-1.27

0.66262

Control Group

8

-0.22

0.35223

Parent Training
Group

6

0.29

0.71049

Parent Training
Group
Teacher Training
Group
Teacher-Child
Conflict

Control Group
Parent Training
Group
Teacher Training
Group

Teacher-Child
Dependence
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For the dependent teacher-child relationship, the Post Hoc results indicated that
the variance of group means was significantly different among groups at alpha level of
0.05. The 101s teacher training group (M = -1.27, SD = .66, n = 6) had a significantly
lower mean score than both the control group (M = -.22, SD = .35, n = 8) and The 101s
parent training group (M = .29, SD = .71, n = 6). Therefore, it can be concluded that the
variance of group mean differences for the dependent teacher-child relationship has a
statistically negative relationship with The Wis teacher training.
Question 3: After The 101s teacher training, do The 101s intervention group
children whose teachers have been trained in The 101s have higher measures of school
liking, cooperative participation, and self-directedness subscale scores and lower
measures of school avoidance than The 101s parent training and control children whose
teachers were not trained in The 101s as measured by the TRSSA (Birch & Ladd, 1997)?.
A MANCOVA was performed to evaluate the significance between mean differences for
three groups of independent variables (i.e., student groups and gender) on the STRS
subscale scores (i.e., School Liking, School Avoidance, Cooperative Participation, and
Self-Directedness). Children's ages were calculated as a covariate. The change scores for
the TRSSA subscales were created by subtracting posttest scores from pretest scores in
order to quantify the changes. The change score for each subscale outcome ranged from
positive, indicating that the posttest mean scores of the TRSSA subscales increased after
The 101s teacher training, to negative indicating that the posttest mean scores of the
TRSSA subscales decreased after The 101s teacher training (see Table 11).
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Table 11
Descriptive Statistics ofTRSSA

N

Mean

Std.
Deviation

Skewness

Kurtosis

164

0.3651

0.52103

0.006

-0.700

School Avoidance

164

-0.1890

0.47573

0.219

1.558

Cooperative
Participation

164

0.5030

0.52978

0.233

-0.744

Self-Directedness

164

0.6358

0.59423

0.023

-0.635

School Liking

Before performing a MANCOVA, the data variables were screened to evaluate
the assumptions of MANCOVA for normality, homoscedasticity, and correlation among
dependent variables. The normal distributions of variables were analyzed using the
Explore procedure at an alpha level of .01. The results of descriptive statistic showed that
most variables were located within the -1 to 1 rage of skewness and kurtosis (see Table
11). The Kolmogorov-Smirnov Statistic was utilized because the sample size was more
than fifty (n = 164). The significance levels of School Liking, School Avoidance,
Cooperative Participation, and Self-Directedness were greater than .01 (p. > .01);
therefore, the normality was assumed. The homogeneity of variance-covariance matrices
was analyzed using Box's M Test. The significant level of the Box's M Test was not
significant at an alpha level of .001 (p. > .001); therefore, the variance-covariance matrix
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of School Liking, School Avoidance, Cooperative Participation, and Self-Directedness
were not different. The correlation among dependent variables was tested using Bartlett's
test. Since the significant level of the Bartlett's Test was significant at an alpha level of
.05 (p. < .05), the dependent variables in this study (i.e., School Liking, School
Avoidance, Cooperative Participation, and Self-Directedness) were related. Therefore,
MANCOVA analysis could be performed.
A MANCOVA was conducted to examine significant group differences on a
linear combination of School Liking, School Avoidance, Cooperative Participation, and
Self-Directedness. Four multivariate statistics were provided on the Multivariate Tests
Table for TRSSA subscales. Pillai's Trace Statistic was used since it was considered to
have acceptable power and to be the most robust statistic against violations of
assumptions (see Table 12). The multivariate test for the intercept (F = 2.266, p. > .05)
was not significant, indicating that there were not significant main effects for student age,
gender, groups, and group x gender interaction.
For student age, the multivariate test was not significant (F = .824, p. >.0 5),
indicating that student age did not have any main effect on a statistically significant
difference between the mean scores on School Liking, School Avoidance, Cooperative
Participation, and Self-Directedness for The Wis teacher training, The Wis parent
training, and control groups. For student gender, the multivariate test was also not
significant (F = .388, p. > .05), indicating that student gender did not have any main
effect on a statistically significant difference between the mean scores on School Liking,
School Avoidance, Cooperative Participation, and Self-Directedness for The Wis teacher
training, The 101s parent training, and control groups. For group x gender interaction, the
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multivariate test was not significant (F = .450, p. > .05), indicating that group x gender
interaction did not have any main effect on a statistically significant difference between
the mean scores on School Liking, School Avoidance, Cooperative Participation, and
Self-Directedness for The 101s teacher training, The 101s parent training, and control
groups. However, the multivariate tests showed that the test for the students' group was
significant (F = 22.216, p. < .05). It indicates that the students' group had an effect on
School Liking, School Avoidance, Cooperative Participation, and Self-Directedness.
Therefore, the multivariate tests showed that no effect for student age, gender, and group
"gender were found whereas findings for The 101s training are significant.

Table 12
Multivariate Tests Table ofTRSSA.

Effect of Pillai's Test

F

Hypothesis
Degree of
Freedom (df)

Intercept

2.266

4.00

0.065

Student Age

.824

4.00

0.512

Student Group

21.784

8.00

0.000

Student Gender

.388

4.00

.817

StuGroup* StuGender

.450

8.00

.890

P-Value

The univariate followed-up F-tests were performed to examine the effect of
independent variables (i.e., student age, groups, gender, and groups x gender) on each
individual dependent variable (i.e., School Liking, School Avoidance, Cooperative
Participation, and Self-Directedness) (see Table 13). For student age, the univariate Ftests for School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness were not significant (F =1.528, 2.718, 1.914, and .022 respectively, p. >
.05), indicating that students' School Liking, School Avoidance, Cooperative
Participation, and Self-Directedness were not significantly influenced by their ages.
For student gender, the univariate F-tests for School Liking, School Avoidance,
Cooperative Participation, and Self-Directedness were not significant (F = .251, .844,
1.077, and .834 respectively, p. > .05), indicating that students' school liking, school
avoidance, cooperative participation, and self-directedness were not significantly
influenced by their gender. For group x gender model, the univariate F-tests for School
Liking, School Avoidance, Cooperative Participation, and Self-Directedness were also
not significant (F = .648, .328, .569, and .592 respectively, p. > .05), indicating that
students' School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness were not significantly influenced by their gender and teachers' training
model.
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Table 13
The Univariate F-Tests Table ofTRSSA Subscales.

Source

Dependent
Variables

Degree of
Freedom (df)

F

P-Value

Student Age

School Liking

1

1.528

0.1218

School Avoidance

1

2.718

0.101

1

1.914

0.168

1

0.022

0.883

School Liking

2

68.453

0.000

School Avoidance

2

3.499

0.033

CooperativeParticipation

2

112.636

0.000

Self-Directedness

2

48.988

0.000

School Liking

1

0.251

0.617

School Avoidance

1

0.844

0.360

CooperativeParticipation

1

1.077

0.301

Self-Directedness

1

0.834

0.362

School Liking

2

0.648

0.525

School Avoidance

2

0.328

0.721

CooperativeParticipation

2

0.569

0.567

Self-Directedness

2

0.564

0.570

CooperativeParticipation
Self-Directedness
Student Group

Student Gender

StuGroup* StuGender

For students' groups, the univariate F-tests for School Liking, School Avoidance,
Cooperative Participation, and Self-Directedness were significant (F = 68.453, 3.489,

112.636, and 48.988 respectively, p. < .05). It indicates that students' School Liking,
School Avoidance, Cooperative Participation, and Self-Directedness were significantly
influenced by their teachers' training. Further analytic comparisons using the Post Hoc
Test were conducted to examine the significant differences of each dependent variable
among groups (i.e., teacher training, parent training, control group).
Levene's Test was calculated to examine the homogeneity of variance for School
Liking, School Avoidance, Cooperative Participation, and Self-Directedness. For School
Liking and Self-directedness, the Levene's Test of Equality of Error Variance was
significant (p. < .05). It indicates that the variances of School Liking and SelfDirectedness scores were different across groups. However, School Avoidance and
Cooperative Participation scores were not different across groups at an alpha level of
0.05.
Since the variances of School Liking were not equal across groups, the Dunnett
T3 was considered. For School Liking, Post Hoc results indicated that the variance of
group means was significantly different among groups (p. < .05) (see Table 14). The
children in The 101s teacher training group (M = .84, SD = .26, n = 59) (see Table 15)
had a significantly higher mean score than both children in the control group (M = . 10,
SD = .39, n = 55) and in The 101s parent training group (M = .12, SD = .47, n = 50).
Therefore, it can be concluded that the variance of group mean differences for School
Liking has a statistically positive relationship with The 101s teacher training.

Table 14
Multiple Comparisons Table ofTRSSA Subscales.
Dependent Variables

School Liking

Dunnett T3

(I) Sample

(J) Sample

Mean
Different
(I-J)

P-Value

Teacher
Training
Group

Control Group

0.74*

0.000

0.72*

0.000

-0.74*

0.000

-0.02

0.993

-0.72*

0.000

0.02
-0.22*

0.993
0.011

-0.18*

0.044

0.22*

0.011

0.04

0.646

0.18*

0.044

-0.04

0.646

0.91*

0.000

0.75*

0.000

-0.91*

0.000

-0.15*

0.019

-0.75*

0.000

0.15*

0.019

0.85*

0.000

0.61*

0.000

-0.85*

0.000

-0.24

0.059

-0.61*

0.000

0.24

0.059

Control Group

School
Avoidance

LSD

Parent
Training
Group
Teacher
Training
Group
Control Group
Parent
Training
Group

CooperativeParticipation

LSD

Teacher
Training
Group
Control Group
Parent
Training
Group

SelfDirectedness

Dunnett T3

Teacher
Training
Group

Control Group
Parent
Training
Group

Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group
Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group
Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group
Control Group
Parent Training
Group
Teacher Training
Group
Parent Training
Group
Teacher Training
Group
Control Group

Since the variances of School Avoidance were equal across groups, the LSD was
considered. For School Avoidance, the Post Hoc results indicated that the variance of
group means was significantly different among groups. The children in The 101s teacher
training group (M = -.32, SD = .39, n = 59) had a significantly lower mean score than
both children in the control group (M = -.10, SD = .39, n = 55) and The 101s parent
training group (M = -.14, SD = .60, n = 50). Therefore, it can be concluded that the
variance of group mean differences for School Avoidance practices has a statistically
negative relationship with The 101s teacher training.

Table 15
Descriptives Table ofTRSSA Subscales.

School Liking

School Avoidance

CooperativeParticipation

Self-Directedness

N

Mean

Std. Deviation

Teacher Training
Group

59

0.84

0.26853

Control Group

55

0.10

0.39042

Parent Training Group
Teacher Training
Group

50

0.12

0.47108

59

-0.32

0.39410

Control Group

55

-0.10

0.39818

Parent Training Group
Teacher Training
Group

50

-0.14

0.60094

59

1.03

0.30816

Control Group

55

0.12

0.32139

Parent Training Group
Teacher Training
Group

50

0.28

0.39451

59

1.11

0.34512

Control Group

55

0.25

0.45548

Parent Training Group

50

0.50

0.59090

Since the variances of Cooperative Participation were equal across groups, the
LSD was considered. For Cooperative Participation skills, the Post Hoc results indicated
that the variance of group means was significantly different among groups. The children
in The Wis teacher training group (M = 1.03, SD = .30, n = 59) had significantly higher
mean scores than both children in the control group (M = .12, SD = .32, n = 55) and The
101s parent training group (M = .28, SD = .39, n = 50). The children in The Wis parent
training group also had significantly higher mean scores than the children in the control
group. Therefore, it can be concluded that the variance of group mean differences for
Cooperative Participation skills are positively statistically related to The 101s teacher
training.
Since the variances of Self-Directedness were not equal across groups, the
Dunnett T3 was considered. For Self-Directedness, the Post Hoc results indicated that the
variance of group means was significantly different among groups. The children in The
Wis teacher training group (M = 1.11, SD = .34, n = 59) had a significantly higher mean
score than both children in the control group (M = .25, SD = .45, n = 55) and in The Wis
parent training group (M = .50, SD =..59, n = 50). The children in The Wis parent
training group also had significantly higher mean scores than the children in the control
group. Therefore, it can be concluded that the variance of group mean differences for
Self-Directedness skills are positively statistically related to The Wis teacher training.
The Wis Teacher Training and Correlations
Question 4: Does The Wis training result in a positive correlation between the
teachers' use of positive discipline as measured by The Wis Teacher Interaction
Checklist and the teacher-child relationship quality as measured by the STRS?. A

bivariate correlation was undertaken between The 101s Teacher-Interaction Checklist
subscales and STRS subscales. It was hypothesized that The 101s training results in
relationships between the four dimensions of The 101s Teacher-Interaction Checklists
and the three aspects of teacher-child relationships. For Positive Classroom Management
skills, the results of the correlation showed a significant positive relationship between
Positive Classroom Management and Teacher-Child Closeness (r = .783, p < .01) (see
Table 16), indicating that higher Positive Classroom Management scores were positively
associated with higher Teacher-Child Closeness scores. The results of the correlation
showed a significant negative relationship between Positive Classroom Management and
Teacher-Child Conflict (r = -.620, p < .01), indicating that higher Positive Classroom
Management scores were negatively associated with lower Teacher-Child Conflict
scores. The results of the correlation showed a significant negative relationship between
Positive Classroom Management and Teacher-Child Dependence (r = -.610, p < .01),
indicating that higher Positive Classroom Management scores were negatively associated
with lower Teacher-Child Dependence scores.
For teachers' Positive Emotional Support skills, the results of the correlation
showed a significant positive relationship between Positive Emotional Support and
Teacher-Child Closeness (r = .789, p < .01), indicating that higher Positive Emotional
Support scores were positively associated with higher Teacher-Child Closeness scores.
Results of the correlation showed a significant negative relationships between Positive
Emotional Support and Teacher-Child Conflict (r = -.665, p < .01), indicating that higher
Positive Emotional Support scores were negatively associated with lower Teacher-Child
Conflict scores. The results of the correlation showed a significant negative relationship

between Positive Emotional Support and Teacher-Child Dependence (r = -.552, p < .05),
indicating that higher Positive Emotional Support scores were moderately negatively
associated with lower Teacher-Child Dependence scores.

Table 16
Correlations Table of The 101s Teacher-Interaction Checklist Subscales and STRS
Subscales.
Correlations Table of The 101s Teacher Interaction Subscales and STRS Subscales

Positive Classroom

Pearson Correlation

Management

sig. (2-tailed)

Positive
Classroom
Management
1

N
Positive Emotional

Pearson Correlation

Support

Sig. (2-tailed)
N

Critical/Harsh

Pearson Correlation
Sig. (2-tailed)
N

Verbal Punishment

Pearson Correlation
Sig. (2-tailed)
N

Teacher Closeness

Pearson Correlation
Sig. (2-tailed)
N

Teacher Conflict

Pearson Correlation
Sig. (2-tailed)
N

Teacher Dependent

Pearson Correlation
Sig. (2-tailed)
N

Positive
Emotional
SuDDort
.918"

Critical/Harsh
-.908"

Verbal
Punishment
-.838"

Teacher
Closeness
.783"

Teacher
Conflict
-.620"

Teacher
Dependent
-.610"
.004

.000

.000

.000

.000

.004

20

20

20

20

20

20

20

.918"

1

-.820"

-.820"

.789"

-.665"

-.552'
.012

.000

.000

.000

.000

.001

20

20

20

20

20

20

20

-.908"

-.820"

1

.820"

-.732"

.627"

.658"

.000

.000

.000

.000

.003

.002

20

20

20

20

20

20

20

-.838"

-.820"

.820"

1

-.764"

.651"

.715"

.000

.000

.000

.000

.002

.000

20

20

20

20

20

20

20

.783"

.789"

-.732"

-.764"

1

-.856"

-.729"

.000

.000

.000

.000

.000

.000

20

20

20

20

20

20

20

-.620"

-.665"

.627"

.651"

-.856"

1

.733"

.004

.001

.003

.002

.000

20

20

20

20

20

20

20

-.610"

-.552'

.658"

.715"

-.729"

.733"

1

.004

.012

.002

.000

.000

.000

20

20

20

20

20

20

.000

20

".Correlation is significantatthe0.01 level (2-tailed).
*, Correlation is significant at the 0.05 level (2-tailed).

For teachers' Critical/Harsh practices, the results of the correlation showed a
significant negative relationship between Critical/Harsh and Teacher-Child Closeness (r

= -.732, p < .01), indicating that higher Critical/Harsh scores were negatively associated
with lower Teacher-Child Closeness scores. The results of the correlation showed a
significant positive relationship between Critical/Harsh and Teacher-Child Conflict (r =
.627, p < .01), indicating that higher Critical/Harsh scores were positively associated with
higher Teacher-Child Conflict scores. The results of the correlation showed a significant
positive relationship between Critical/Harsh and Teacher-Child Dependence (r = .658, p
< .05), indicating that higher Critical/Harsh scores were positively associated with higher
Teacher-Child Dependence scores.
For teachers' Verbal Punishment practices, the results of the correlation showed a
significant negative relationship between Verbal Punishment and Teacher-Child
Closeness (r = -.764, p < .01), indicating that higher Verbal Punishment scores were
negatively associated with lower Teacher-Child Closeness scores. The results of the
correlation showed a significant positive relationship between Verbal Punishment and
Teacher-Child Conflict (r = .651, p < .01), indicating that higher Verbal Punishment
scores were positively associated with higher Teacher-Child Conflict scores. The results
of the correlation showed a significant positive relationship between Verbal Punishment
and Teacher-Child Dependence (r = .715, p < .05), indicating that higher Verbal
Punishment scores were positively associated with higher Teacher-Child Dependence
scores.
Question 5: Does The 101s training result in a positive correlation between the positive
teacher-child relationship quality as measured by the STRS and children's school
adjustment and academic skills as measured by the TRSSA?. A bivariate correlation was
undertaken between teacher-child relationship qualities as measured by STRS and
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students' school adjustment skills as measured by TRSSA. It was hypothesized that The
101s training results in relationships among the three qualities of teacher-child
relationships and the four dimensions of school adjustment. For Teacher-Child Closeness,
the results of the correlation showed a significant positive relationship between TeacherChild Closeness and School Liking (r = .878, p < .01) (see Table 17), indicating that
higher Teacher-Child Closeness scores were highly positively associated with higher
School Liking scores. The results of the correlation showed a significant negative
relationship between Teacher-Child Closeness and School Avoidance (r = -.558, p < .01),
indicating that higher Teacher-Child Closeness scores were moderately negatively
associated with lower School Avoidance scores. The results of the correlation showed a
significant positive relationship between Teacher-Child Closeness and Cooperative
Participation (r = .905, p < .01), indicating that higher Teacher-Child Closeness scores
were highly positively associated with higher Cooperative Participation scores. The
results of the correlation showed a significant positive relationship between TeacherChild Closeness and Self-Directedness (r = .610, p < .01), indicating that higher TeacherChild Closeness scores were positively associated with higher Self-Directedness scores.
For Teacher-Child Conflict, the results of the correlation showed a significant
negative relationship between Teacher-Child Conflict and School Liking (r = -.665, p <
.01), indicating that higher Teacher-Child Conflict scores were negatively associated with
lower School Liking scores. The results of the correlation showed a significant positive
relationship between Teacher-Child Conflict and School Avoidance (r = .786, p < .01),
indicating that higher Teacher-Child Conflict scores were positively associated with
higher School Avoidance scores. The results of the correlation showed a significant

130
negative relationship between Teacher-Child Conflict and Cooperative Participation (r = .726, p < .01), indicating that higher Teacher-Child Conflict scores were highly
negatively associated with lower Cooperative Participation scores. The results of the
correlation showed a significant negative relationship between Teacher-Child Conflict
and Self-Directedness (r = -.616, p < .01), indicating that higher Teacher-Child Conflict
scores were negatively associated with lower Self-Directedness scores.

Table 17
Correlations Table of the STRS Subscales, TRSSA Subscales, and Academic Skills
Correlations Table of STRS, TRSSA, and Academic Skills

Teacher
Conflict

Teacher
Closeness
Teacher Closeness

Pearson Correlation

1

Teacher Conflict

Teacher Dependence

School Liking

School Avoidance

Cooperative Participation

Self-Directedness

Language Skills

Critical Thinking Skills

Pearson Correlation

School
Awidance

Cooperative
Participation

SelfDirectedness

.905"

Critical
Thinking
Skills

Language
Skills

-.650"

.878"

-.558"

.610"

.819"

.781"

.000

.000

.000

.000

.000

.000

.000

.000

164

164

164

164

164

164

164

164

164

-.781"

1

-.726"

-.616"

-.642"

-.673"
.000

Sig. (2-tailed)

.000

N

164

Pearson Correlation

School Likinq

-.781"

Sig. (2-tailed)
N

Teacher
Dependence

-.650"

164
.725"

.725"

-.665"

.786"

.000

.000

.000

.000

.000

.000

164

164

164

164

164

164

164

1

-.586"

.520"

-.668"

-.704"

-.491"

-.679"
.000

Sig. (2-tailed)

.000

.000

.000

.000

.000

.000

.000

N

164

164

164

164

164

164

164

164

-.665"

-.586"

1

-.532"

.871"

.472"

.701"

Pearson Correlation

.878"

Sig. (2-tailed)

.000

.000

.000

N

164

164

164

Pearson Correlation

-.558"

.786"

.520"

.000

.000

.000

.000

164

164

164

164

164

164

-.532"

1

-.513"

-.379"

-.520"

-.444"
.000

Sig. (2-tailed)

.000

.000

.000

.000

.000

.000

.000

N

164

164

164

164

164

164

164

164

-.726"

-.668"

.871"

-.513"

1

.648"

Pearson Correlation

.905"

164
.667"

.716"

.000

164
.722"

Sig. (2-tailed)

.000

.000

.000

.000

.000

.000

.000

N

164

164

164

164

164

164

164

164

164

.610"

-.616"

-.704"

-.379"

.648"

1

.432"

.520"

Pearson Conelab'on

.472"

Sig. (2-tailed)

.000

.000

.000

.000

.000

.000

N

164

164

164

164

164

164

.819"

-.642"

-491"

.701"

-.520"

Pearson Correlation

.716"

.000

.000

.000

164

164

164

.432"

1

.791"

Sig. (2-tailed)

.000

.000

.000

.000

.000

.000

.000

N

164

164

164

164

164

164

164

164

164

.781"

-.673"

-.679"

.667"

-.444"

.722"

.520"

.791"

1

Sig. (2-tailed)

.000

.000

.000

.000

.000

.ooo

.000

.000

N

164

164

164

164

164

164

164

164

Pearson Correlation

* \ Correlation is significant at the 0.01 level (2-tailed).

.000

164

131
For Teacher-Child Dependence, the results of the correlation showed a significant
negative relationship between Teacher-Child Dependence and School Liking (r = -.586, p
< .01), indicating that higher Teacher-Child Dependence scores were moderately
negatively associated with lower School Liking scores. The results of the correlation
showed a significant positive relationship between Teacher-Child Dependence and
School Avoidance (r = .520, p < .01), indicating that higher Teacher-Child Dependence
scores were moderately positively associated with higher School Avoidance scores. The
results of the correlation showed a significant negative relationship between TeacherChild Dependence and Cooperative Participation (r = -.668, p < .01), indicating that
higher Teacher-Child Dependence scores were highly negatively associated with lower
Cooperative Participation scores. The results of the correlation showed a significant
negative relationship between Teacher-Child Dependence and Self-Directedness (r = .704, p < .01), indicating that higher Teacher-Child Dependence scores were negatively
associated with lower Self-Directedness scores.

Question 6: Does The 101s training result in a correlation between the teacherchild relationships and children's academic achievement, and a correlation between
children's school adjustment skills and children's academic achievement as measured by
academic scores?. A bivariate correlation was undertaken between teacher-child
relationship subscales as measured by STRS and students' school achievement as
measured by school report cards on language skills and critical thinking skills, and
between students' school adjustment skills as measured by TRSSA and students' school
achievement as measured by school report cards on language skills and critical thinking
skills. It was hypothesized that The 101s training results in relationships among the three

dimensions of teacher-child relationship quality and students' academic scores (i.e.,
language skills and critical thinking skills), and among the four dimensions of school
adjustment and students' academic scores (i.e., language skills and critical thinking
skills).
For teacher-child closeness, the results of the correlation shows highly significant
positive relationships between Teacher-Child Closeness and school achievement for
language skills (r = .819, p < .01) (see Table 17) and for critical thinking skills (r = .781,
p < .01), indicating that higher Teacher-Child Closeness scores were positively associated
with higher language and critical thinking scores. For Teacher-Child Conflict, the results
of the correlation shows moderate significant negative relationships between TeacherChild Closeness and school achievement for language skills (= .642, p < .01) and for
critical thinking skills (r = .673, p < .01), indicating that higher Teacher-Child Conflict
scores were negatively associated with lower language and critical thinking scores. For
Teacher-Child Dependence, the results of the correlation shows moderate significant
negative relationships between Teacher-Child Closeness and school achievement for
language skills (= .491, p < .01) and for critical thinking skills (r = .679, p < .01),
indicating that higher Teacher-Child Dependence scores were negatively associated with
lower language and critical thinking scores.

For children's School Liking, the results of the correlation showed significant
positive relationships between School Liking and school achievement for language skills
(r = .701, p < .01) and for critical thinking skills (r = .667, p < .01), indicating that higher
School Liking scores were positively associated with higher language and critical
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thinking scores. For children's School Avoidance, the results of the correlation showed
significant negative relationships between School Avoidance and school achievement for
language skills (r = -520, p < .01) and for critical thinking skills (r = -.444, p < .01),
indicating that higher School Avoidance scores were moderately negatively associated
with lower language and critical thinking scores. For children's Cooperative
Participation, the results of the correlation showed significant positive relationships
between Cooperative Participation and school achievement for language skills (r = .716,
p < .01) and for critical thinking skills (r = .722, p < .01), indicating that higher
Cooperative Participation scores were positively associated with higher language and
critical thinking scores. For children's Self-Directedness, the results of the correlation
showed significant positive relationships between Self-Directedness and school
achievement for language skills (r = .432, p < .01) and for critical thinking skills (r = .52,
p < .01), indicating that higher Self-Directedness scores were moderately positively
associated with higher language and critical thinking scores.

Conclusion
Overall, The 101s teacher training intervention had a major effect on teacher
interaction skills, the quality of teacher-child relationships, and children's school
adjustment. Figure 3 presents the comparisons between teacher training group scores of
teachers who received The 101s teacher training and parent training group scores and
control group scores of teachers who did not receive The 101s teacher training in teacher
interaction practices. For teacher interaction skills, the trained teachers in The 101s
teacher training groups statistically and significantly had higher increases in positive
classroom management and positive emotional support skills, and decreases in

critical/harsh practices and verbal punishment practices, compared to the teachers in the
control and The 101s parent training group.
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Figure 4 indicates the comparisons between teacher training group scores of
teachers who received The 101s teacher training and parent training group scores and
control group scores of teachers who did not receive The 101s teacher training in teacherchild relationship quality. For the quality of teacher-child relationships, the trained

teachers in The 101s teacher training groups statistically and significantly had higher
increases in teacher-child closeness, and decreases in teacher-child conflict and teacherchild dependence, compared to the teachers in the control and The 101s parent training
group.
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Finally, Figure 5 demonstrates the comparisons between teacher training group
scores of children whose teachers received The 101s teacher training and parent training
group scores and control group scores of children whose teachers did not receive The
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Wis teacher training in school adjustment. For children's school adjustment, the children
in The 101s teacher training groups statistically and significantly had higher scores in
school liking, cooperative-participation, and self-directedness, and had lower scores in
school avoidance, compared to the children in the control and The 101s parent training
group. The results show that the variance of group mean differences for teacher
interaction scores, teacher-child relationship scores, and school adjustment scores can be
uniquely explained by The 101s teacher training.
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Additionally, The 101s teacher training resulted in positive correlations between
the positive teacher-interaction skills and close teacher-child relationships, close teacherchild relationships and children's school liking, cooperative participation, and selfdirectedness, and children's school liking, cooperative participation, and self-directedness
and language skills, and critical thinking skills. Conversely, The 101s teacher training
resulted in negative correlations between the negative teacher-interaction skills and
conflictive and dependent teacher-child relationships, conflictive and dependent teacherchild relationships and children's school avoidance, and children's school avoidance and
high language skills, and critical thinking skills. In the next chapter, a summary of certain
findings and discussions for specific findings are provided.

CHAPTER V
DISCUSSION
In Thailand, student-centered learning processes and children's social-emotional
development has been increasingly emphasized as predictors of children's early school
success. It has been evident that teachers need to improve their interaction skills required
for student-centered learning processes and children need to improve their socialemotional skills required for early school success. Therefore, there is a significant need
for a training program aimed to improve teachers' interaction skills and children's socialemotional skills. While a great body of research evidence in the United States has shown
the impact of positive teacher-child interactions on teacher-child relationship quality and
beneficial school adjustment and school outcomes for young children, it was not clear
how Thai children, given cultural differences, would respond to the kind of interactional
and social-emotional practices of American teachers who practice innovative teaching
techniques.
This study was conducted to investigate the possible relationships between The
101s teacher training (Independent Variable) and teacher interaction practices, teacherchild relationships, and children's school adjustment (Dependent Variables), using a
series of multivariate of covariance analyses (MANCOVA), and to examine the
relationships among the changes in the dependent variables and children's academic
achievement (i.e., language skills and critical thinking skills), using bivariate correlation
analyses. The 101s teacher training, teacher gender, educational level, years of teaching
experience, and student gender, ages, and preschool background were expected to predict
the changes in teacher interaction practices as measured by The 101s Teacher Interaction
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Practice, teacher-child relationships as measured by the STRS, and children's school
adjustment as measured by the TRSSA.
The sample of this study consisted of 20 kindergarten teachers and 164 three to
four-year old students enrolled in the ten classrooms in two private elementary schools
located in Chatuchak district, Bangkok, Thailand during the month of May 2009. There
were 6 teacher participants and 59 children participants in The 101s teacher training
group, 6 teacher participants and 50 children participants in The 101s parent training
group, and 8 teacher participants and 55 children participants in control group. All
teacher participants were female and had their B.A. in early childhood education. Ages
ranged from 27 to 52 years, with a mean age of 37. For children participants, there were
70 boys and 94 girls. Ages of children participants ranged from 32 to 44 months, with a
mean age of 36.47 (SD = 3.112).
Overall, the results of this study showed that The 101s teacher training
intervention described in this study was associated with positive changes in the teacher
interaction practices, teacher-child relationships, and children's school adjustment.
Additionally, The 101s teacher training resulted in positive correlations between teacher
interaction subscales and close teacher-child relationships, school liking, cooperative
participation, self-directedness, language skills, and critical thinking skills. Next, this
chapter provides a summary of certain findings and explanations for specific findings.
Then potential implications and pertinent research-based evidence for specific training
and settings in which the findings might be applied is presented. A discussion of
limitations and suggestions for future research is discussed at the end of this chapter.

The Impact of The 101s Teacher Training on the Teacher Interaction Practices
Findings from this research suggest a strong, positive relationship between The
101s teacher training and the changes in The 101s Teacher Interaction Checklist
subscales (i.e., Positive Classroom Management, Positive Emotional Support,
Critical/Harsh, and Verbal Punishment). The results confirm the hypothesis that the
teachers in The 101s teacher training group in which the teachers received The 101s
training would show significant positive change from pretest to posttest in The 101s
Teacher Interaction Checklist subscale scores compared to the teachers in The 101s
parent training and control groups in which the teachers did not receive The 101s teacher
training. It was evident that the teachers in The 101s teacher training group had
significantly higher scores on Positive Classroom Management skills and Positive
Emotional Support skills, and significantly lower scores on Critical/Harsh practices and
Verbal Punishment practices than the teachers in The 101s parent training and control
groups.
The teachers in The 101s teacher training group were more likely to demonstrate
positive classroom management skills than the teachers in The 101s parent training and
control groups. To prevent and redirect children's undesirable behaviors, the teachers in
The 101s teacher training group were more likely to ignore the minor misbehaviors and
pay positive attention to children's appropriate behaviors (Make a Big Deal Principle),
use incompatible alternatives (Incompatible Alternative Principle), give acceptable
choices (Choice Principle), positively request desired behaviors (When/Then Abuse
it/Lose it Principle), properly express their feelings towards unfavorable behaviors and
positively request desired behaviors (I Message Principle), provide concrete transition

(Time Principle), and use low voice to a whisper to get attention (Whisper Principle).
Likewise, the teachers in The 101s teacher training group were also more likely to
demonstrate Positive Emotional Support skills than the teachers in The 101s parent
training and control groups. The teachers in The Wis teacher training group were more
likely to be able to provide a warm, respectful classroom climate by making their
children feel important (Belong and Significance Principle), getting down on a child's
eye level (Get on the Child's Eye Level Principle), and validating their children's needs
and feelings (Validation Principle).
The results in this study were congruent with the results of the other research on
teacher interaction training (Denham & Burton, 1996; Materson, 2009). In their research,
the results showed that after teacher interaction training, the teachers who received the
teacher interaction training were more likely to change their teacher-child interaction
practices to be more positive and responsive. For example, Denham and Burton (1996)
found that the teachers who received teacher interaction training became sensitive to
maintaining positive relationships with their children. As a result, they were more likely
to use positive teacher-child interactions to respond to children's emotions in order to
build and retain positive teacher-child relationships with their children. In addition,
Materson (2009) found that after teacher interaction teacher training, the teachers in the
teacher interaction training group became sensitive and responsive to children's needs
and feelings. They were also more likely to respect children as individuals.
In contrast, the teachers in The 101s parent training and control groups were more
likely to demonstrate Verbal Punishment practices than the teachers in The 101s teacher
training group. When dealing with children's undesirable behaviors, the teachers in The

101s parent training and control groups were more likely to speak with marked irritation
to their children, threaten children in order to maintain control, embarrass their children
in front of the class, talk to their children without explanation, find fault easily, and
prohibit many of activities their children want to do. In addition, the teachers in The 101s
parent training and control groups were more likely to demonstrate Critical/Harsh
practices than the teachers in The 101s teacher training group. When they were not in
control, they were more likely to act sarcastically, angrily, and impatiently towards the
children in their classrooms. They tended to be critical of the children and unnecessarily
harsh when prohibiting children. They also tended to reprimand the children when they
misbehaved more than the teachers did in The 101s teacher training group.
These results are congruent with the results of the other cross-cultural studies on
Thai teacher interaction practices (Mueller et al., 1995; Weisz et al., 1987; Weisz et al.,
1995). Mueller et al. (1995) and Weisz et al. (1995) found that teachers in Asian
countries, including Thailand, rated children's disruptive behaviors significantly higher
than American teachers. The researchers suggested that the teachers' perception of
children's behavioral problems reflected teachers' expectations for children's appropriate
behaviors (Mueller et al., 1995, Weisz et al., 1987) and teachers' interaction practices
(Weisz et al. 1995). Mueller et al. (1995) and Weisz et al. (1987) suggested that Thai
teachers viewed children's individual expressions as disruptive behaviors {i.e., being
loud, exhibiting mood changes) because emotional inhibition and deference are valued in
Thai classrooms. Thai teachers also were found to be more likely to be stricter than
American teachers (Weisz et al., 1995). Like previous cross-cultural studies, the results in
this recent research illustrate that Thai teachers who did not receive The 101s teacher
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training seemed to find faults easily with children and prohibited many of activities
children want to do. It was evident that Thai teachers who did not receive The 101s
teacher training demonstrated their strictness through the use of verbal punishment and
critical/harsh practices in the current research.
The findings in the current study are also consistent with the pilot study
conducted by the researcher on the typical teacher interaction approaches of Thai and
American teachers (Thanasetkorn & Thanasetkorn, 2008). The results indicated that Thai
teachers are more likely to use negative discipline and less positive discipline compared
to American teachers. The findings in the current study also showed that without training,
the teachers in The 101s parent training and control groups had low scores on positive
classroom management and positive emotional support skills and high scores on
critical/harsh and verbal punishment practices. It could be concluded that without
intervention, punitive or negative interaction approaches tend to be typical of Thai
teachers. However, through The 101s teacher training, Thai teachers were able to develop
their teacher interaction skills and change their interactions with their children.
Ultimately, some significant changes occurred.
First, after The 101s teacher training, the classroom environments in The 101s
teacher training group were more likely to be warmer and livelier than the classroom
environments in The 101s parent training and control groups. It could be explained that
the trained teachers who received The 101s training became welcoming to the children
even though they still maintained order with their children. In the other words, the trained
teacher portrayed the characteristics of kind, but firm instead of always being strict. They
were less likely to prohibit many of activities the children want to do and be
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unnecessarily harsh when prohibiting children. Instead, the trained teachers were more
likely to positively redirect children's misbehaviors and ask for desired behaviors. For
example, the trained teachers praised the children who raised their hands before talking,
instead of blaming the children who interrupted the teacher (Make a Big Deal Principle).
The trained teachers asked the children if they wanted to play blocks or cooking when the
children started to wander around the classrooms (Choice Principle). Thus, the trained
teachers changed their teacher interaction practices from always being strict to being
more responsive and loving which, in turn affected the classroom environment.
Another possible explanation is that as the trained teachers learned positive
interaction techniques, they were less stressed-out. Instead of making negative comments
to the children when they misbehaved, the trained teachers focused more on praising and
positive redirection. When they ignored minor misbehaviors and looked for desired
behaviors, they were not easily irritated with the children. Goldstein et al. (2001) have
found that teachers who became frustrated and irritated by children's undesirable
behaviors were likely to develop a cycle of emotionally negative actions whereas teachers
with effective skills in classroom management were likely to prevent the cycle of
emotionally negative actions. As a result, teachers were more frustrated with children's
disruptive behaviors as the classrooms became difficult to manage. Thus, when the
trained teachers positively responded to children's appropriate behaviors and the children
responded well to the teachers' use of The 101s positive techniques, the trained teachers
were not frustrated with ineffective teacher-child interaction techniques.
Correspondingly, they were not likely to be stressed-out and more likely to create warm,
responsive classroom environments for their children.
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Second, after The 101s teacher training, children were willing to participate in
learning activities. One possible explanation is that trained teachers who received the
training were more equipped with effective teacher-child interaction techniques. They
were less likely to use negative interaction practices and more likely to use positive
interaction practices in order to facilitating children's learning. The trained teachers were
more likely to encourage the children to participate in learning activities. For example,
the trained teachers positively prompted their children to ask questions and share their
opinions and experiences. They would thank and praise the children for sharing
experiences. They were aware of unintentionally embarrassing children in front of class.
As a result, the children in The 101s teacher training group were more likely to
participate in learning activities than the children in The 101s parent training and control
groups. The findings of this study support the findings of the previous research conducted
by Deveney (2005) on Thai culture and its impact on Thai students' behavior. Deveney
(2005) found that as Thai children were expected to restrain their needs, not express their
feelings, and conform to teachers, most of the children were quiet and passive when they
were in the classrooms. The researcher suggested that in order to effectively teach Thai
children, teachers need to develop the skills required for creating a supportive
environment in which the children are confident to engage in classroom activities
(Deveney, 2005).
Finally, it was evident that the trained teachers in this study still valued emotional
inhibition. However, instead of teaching children to keep their feelings inside, the trained
teachers taught their children to understand their needs and emotions by teaching them
the emotional vocabularies (Validation Principle). For example, when a child was mad at
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her friend, her trained teacher say, "I know you're mad at your friend because she took a
piece of paper from your hand. If I were you, I would feel that way too. A pile of paper is
on my desk. You can take one." Another example was that the trained teachers would
say, "I know you're tired and your knee hurts because you fell down. If I were you, I
would cry too. You're welcomed to play house if you want to", instead of telling the
child that "Boys don't cry" or "You are not hurt". The trained teachers also taught their
children to express their needs and emotions in appropriate ways in the public by
modeling through "I Message Principle". For example, a trained teacher said, "When you
left the books on the floor after reading, our room looked messy and I don't like it. I'd
like you to put the books back on the bookshelf." Another trained teacher also said,
"When I saw my friend standing on the slide, I was scared. I'd like my friend to sit and
go down the slide nicely." Consequently, it was evident that the children in The 101s
teacher training group used "I Message Principle" to express their needs and emotions in
the public. For example, when a girl in The 101s teacher training group wanted her friend
to give her bottle back to her, she said, "When you took my bottle while I was drinking,
the milk was spilt on my shirt and I don't like it. I am still thirsty. I want you to give it to
me now." Another example is that the children in The 101s teacher training group would
say, "I'm mad. I'm not ready now" to their friends when they want to be alone.
The findings in the present study demonstrated that after The 101 training, the
trained teachers in The 101s teacher training group showed a significantly positive
change from pretest to posttest in Positive Classroom Management and Positive
Emotional Support skills compared to the teachers in The 101s parent training and control
groups. In addition, after The 101 training, the trained teachers in The 101s teacher

training group also had significantly lower mean scores on Critical/Harsh and Verbal
Punishment practices compared to the teachers in The 101s parent training and control
groups. It is evident that the quality of teacher interactions can be improved by The 101s
teacher training. Therefore, the findings from this research propose a potential
implementation of quality improvement in kindergarten teacher-child interaction skills.
The 101s teacher training could be considered as a tool for improving schools if the
schools aim to increase positive teacher interaction skills.
The Impact of the 101s Teacher Training on the Teacher-Child Relationships
Besides the significant increase in use of positive teacher-child interaction skills
and the decrease in use of negative teacher-child interaction practices, the trained
teachers also made significant increases in building positive teacher-child relationships
with their children. The results confirm the hypothesis that the teachers in The 101s
teacher training group in which the teachers received The 101s training would show
significant positive changes from pretest to posttest in the STRS subscale scores {i.e.,
Closeness, Conflict, Dependence) compared to the teacher in The 101s parent training
and control groups in which the teachers did not receive The 101s teacher training. It was
evident that the trained teachers who received The 101s teacher training had significantly
higher scores on Closeness and significantly lower scores on Conflict and Dependence
than the teachers in The 101s parent training and control groups. The trained teachers
were more likely to be in tune with children's feelings, share affectionate, warm
relationships with their children, value relationships with their children, and feel effective
and confident during periods of interaction with their children. The results in this study
were congruent with the results of the other studies on teacher interaction training

(Denham & Burton, 1996; Materson, 2009). Denham and Burton (1996) found that the
teachers who received teacher interaction training were able to build close teacher-child
relationships through training. Likewise, Materson (2009) found that after The 101s
training, the trained teachers who received the training and their children developed
mutual warm, respectful teacher-child relationships. Therefore, the findings from this
research support the findings of the previous research. Additionally, the findings from
this research also suggest that teacher training aimed to increase positive teacher
interaction skills can help teachers establish close teacher-child relationships and improve
teacher-child relationship quality.
Moreover, the results in this study were congruent with the results of the other
research on teacher interaction practices and teacher-child relationship qualities (Howes
& Hamilton, 1992; Howes et al., 2008; Perry et al., 2007). Howes and Hamilton (1992)
found that the children whose relationships with their teacher were defined as secure
relationships experienced greater teacher sensitivity and involvement than the children
whose relationships with their teacher were defined as ambivalent. Moreover, Howes et
al. (2008) found that the level of teacher education (i.e., B.A.) did not account for the
teachers' abilities to build positive teacher-child relationships. However, the teachers'
teaching quality such as attending to students' interests and initiative, providing
appropriately challenging learning opportunities, and reacting to positive relationships
was positively related to positive teacher-child relationships. In addition, Perry et al.
(2007) suggested that teachers who provided their children with social-emotional support
were more likely to easily build positive relationships with their children. In this research,
the results have further shown that the teachers' abilities to establish positive teacher-

child relationships could be improved by The 101s teacher training. The trained teachers
were more likely to create positive classroom environments in which the trained teachers
and children were encouraged to form close teacher-child relationships.
Furthermore, it is important to note that children rated by their teachers in the
different teacher-child relationship qualities (i.e., Closeness, Conflict, and Dependence)
experienced different dimensions of teacher-child interactions (i.e., Positive Classroom
Management, Positive Emotional Support, Critical/Harsh, and Verbal Punishment). The
results in this study showed that the children whose teachers were rated as having close
teacher-child relationships experienced more positive, sensitive, and responsive teacher
interactions and less negative, critical, and harsh teacher interactions than the children
whose teachers were rated as having conflicting and dependent teacher-child
relationships. As a result, the children in The 101s teacher training group could develop
secure relationships with their teachers. The results show that the children in The 101s
teacher training group were more likely to comply with and trust in their trained teachers.
The trained teachers rated their children highly in responding well to their facial
expression and tone of voice when misbehaving, seeking comfort from the teachers when
upset, sharing information about oneself to the teachers, being proud when the teacher
praised, and trusting in the teachers. In contrast, the teachers in The Wis parent training
and control groups rated their children high in struggling with each other, being
uncomfortable with the teachers, easily getting angry with the teachers, remaining angry
after being disciplined, seeing the teachers as a source of punishment and criticism, and
having mood swings.
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One possible explanation was that the teachers in The 101s teacher training group
tended to be more sensitive and responsive to their children than the teachers in The 101s
parent training and control groups. As The 101s trained teachers tended to look over
children's minor inappropriate behaviors, reinforce children's desired behaviors, and
support children's social-emotional needs, the children easily developed trusting
relationships with their teachers. Previous research on children's relationships with
caregivers concluded that adults' positive and consistent responses to children's
emotional and physical needs could predict the quality of adult-child relationships
(Howes & Hamilton, 1992). In the same way, the results of this study show that children
who experienced warmer, more positive and responsive teacher-child interactions
appeared to build closer relationships with their teachers than children who experienced
less warm, positive and responsive teacher-child interactions.
The findings in the present study demonstrate that after The 101 training, the
trained teachers in The 101s teacher training group showed significant positive changes
from pretest to posttest in teacher-child closeness compared to the teachers in The 101s
parent training and control groups. In addition, after The 101 training, the trained teachers
in The 101s teacher training group also had significantly lower levels of teacher-child
conflict and teacher-child dependence compared to the teachers in The 101s parent
training and control groups. It is evident that the quality of teacher-child relationships can
be improved by The 101s teacher training. Therefore, the findings from this research
propose a potential implementation of quality improvement in teacher-child relationships.
The 101s teacher training could be considered for improving schools if the schools aim to
increase close teacher-child relationships.
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The Impact of The 101s Teacher Training on the Children's School Adjustment
The results in this research showed that The 101s teacher training had significant
effects in increasing positive teacher interaction skills and teacher-child closeness.
Additionally, the results also show that The 101s teacher training had significant effects
in increasing children's school liking, cooperative-participation, and self-directedness,
and decreasing children's school avoidance. The results confirm the hypothesis that the
children whose teachers received The 101s teacher training would show significant
positive changes from pretest to posttest in the TRSSA subscale scores {i.e., School
Liking, School Avoidance, Cooperative Participation, Self-Directedness) compared to the
children whose teachers received The 101s teacher training in The 101s parent training
and control groups. It was evident that the children in The 101s teacher training group
were more likely than the children in The 101s parent training and control groups to be
rated high in school liking, cooperative participation, and self-directedness and lower in
school avoidance. The children in The 101s teacher training group seemed to like to come
to school, have fun at school, enjoy classroom activities, follow teachers' directions, have
responsibilities for classroom materials and learning, listen to teachers, be self-directed,
and be able to work independently. On the other hand, the children in The 101s parent
training and control groups were more likely to avoid school activities and not work
independently than the children in The 101s teacher training group.
These results parallel findings reported by Materson (2009) which support the
finding that the children whose teachers participated in The 101s training had significant
changes from pretest to posttest in their prosocial skills as rated by their teacher. These
prosocial skills are emotional regulation, compliance, cooperation, self-control, and

attention and the results suggest that changes in teacher interaction practices can improve
children's prosocial skills. The results in this research are also consistent with previous
research on teacher quality and children's social-emotional development (Howes et al.,
2008; Perry et al., 2007). Howes et al. (2008) has found that children in the classrooms
where teachers provided more instructional and social emotional support were more
likely to have appropriate classroom behaviors than children in classrooms where
teachers offered less instructional and social emotional support. Perry et al. (2007) has
also found that children whose teachers provided more cognitive and social support had
higher scores on social-emotional skills than the children whose teachers provided less
cognitive and social support, suggesting that classrooms where teachers offered positive
social support provide a more positive context for children's social-emotional
development.
The findings in this study support the findings of the previous research and
suggest that teacher training aimed to increase positive classroom management and
positive social emotional support can promote children's school adjustment. There are
some possible explanations. First, after The 101s training, the trained teachers used more
positive classroom management when responding to the children, which in turn
developed children's positive attitudes towards schools and encouraged children's
cooperative participation and self-directedness. For example, before The 101s training, it
was not unusual to see that the kindergarten teachers would stop children's undesirable
behaviors immediately and left well-behaved children alone. An example was the child
who called her teacher and told the teacher that she finished her assignment. Instead of
praising the child who had finished her work, the teacher unkindly told another child to
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stop dropping his pencils (Verbal Punishment) and harshly got another child to have her
assignment done (Critical/Harsh). As a result, the child who finished her assignment
erased her assignment, dropped her pencil, and asked her teachers to help her do the
assignment. It was evident that the children could not follow the teacher's direction and
work independently. They did not cooperate with their teacher. In contrary, after The
101s training, the trained teachers paid more positive attention to their children's desired
behaviors. They praised the children who were conducting appropriate behaviors and
thanked children for doing the right things (Making a Big Deal Principle). An example
was a trained teacher thanked a child who sat nicely in a learning activity and called him
first to pick something in a secret box. Immediately, some children who were turning
their backs to the teachers and the other children who were kicking their legs sat nicely
and waited for the teachers to call their names. It was evident that teachers' positive
classroom management encouraged children's cooperation and self-directedness.
Another example was that before The 101s teacher training, the child was banging
his spoon on the table, the teacher said, "Stop doing that" (Verbal Punishment). However,
the child continued banging his spoon on the table. The teacher talked to the child with
irritation and hit the child's hand (Critical/Harsh). Consequently, the child cried and ran
away. Not surprisingly, some children started banging their spoons and the teachers kept
yelling at the children to stop their undesirable misbehaviors (Critical/Harsh). At the end,
all the children who banged their spoons did not finish their lunch. The teacher let some
children cry and the others ran away. It was evident that the teachers' negative interaction
practices did not promote children's positive attitudes towards the school, cooperation,
and self-directedness. On the other hand, after The 101s teacher training, the child banged
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his spoon on the table, the trained teacher tried to stop the undesirable behavior by using
Incompatible Alternative Principle. The trained teacher did not mention the undesirable
behavior. Instead, she asked the child to be her helper (Incompatible Alternative
Principle). The child immediately stopped banging his spoon and helped his teacher gave
bottles of water to his friends. The teacher praised the child after his work was done. The
child had a big smile, nicely returned to his seat, and properly finished his lunch.
Another time, another child wanted to read a book during lunch time. Instead of
saying "No", the teacher said, "When you finish your lunch, then you can read the book"
(When/Then Abuse It/Loose It Principle). The child hurried to finish her lunch; therefore,
she ate only one bite and told the teacher that she's done. Then, teachers asked her if she
wanted to have ten more bites or twelve more bites (Choice Principle). The girl chose ten
bites. She nicely ate ten more bites and then went to read the book. The examples
supported the assumption that teachers' positive classroom management encouraged
children's positive attitude towards schools, cooperation, and self-directedness.
Second, after The 101s training, the trained teachers used more positive emotional
support to create warm, responsive classroom environments, which in turn developed
children's positive attitudes towards schools and encouraged children's cooperative
participation and self-directedness. One example was that before The 101s teacher
training, some children would cry every morning when they came to classrooms. The
teachers would tell them to stop crying. Sometimes, they told them that their parents
would come back in ten minutes. If the children kept crying for long time, they would
talk to the children with irritation (Verbal Punishment) and told them that they did not
love crying children. Occasionally, they threatened to spank the child who did not stop
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crying (Critical/Harsh). However, the children did not stop crying. They would cry a lot
more and did not want to participate in any morning activities. Alternatively, after The
101s teacher training, the trained teacher would warmly console the children with
understanding. For example, they would say, "I know you are crying because you do not
want to leave you mother. I would feel the same way if I were you. We have four centers
today. You are welcomed to any center whenever you are ready" (Validation Principle).
The child would calm down and chose one out of the four centers to participate. The
trained teachers also helped their children to develop their sense of belonging and
responsibilities by giving each child a classroom job (Belong and Significance Principle).
An example was the children came to classroom with enthusiasm. For example, a boy
suddenly told his friend that he was a soap keeper when he put his feet in his classroom.
A girl came to classroom excited because she was a time watcher that day. The findings
revealed that while teachers' verbal punishment and critical practices discouraged the
children from feeling worthy and joining in classroom activities, teachers' positive
classroom management and positive emotional support skills help children to develop
positive attitudes towards school, cooperation, and self-directedness.
Finally, children's school liking, cooperative participation, and self directedness
increased because their trained teachers could provide warm and responsive classroom
for them. As the trained teachers increased their use of positive teacher interactions, the
children felt safe enough to explore their learning in The Wis classrooms. As a result, the
children were more willing to participate in activities. For example, before the 101s
teacher training, the classrooms were either too quiet or too loud. The children seemed
bored and did not want to participate in learning activities. Instead, some children asked
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how long until it was time to go home. Some children also asked to see the school nurse.
Sometimes, the classrooms were too loud because the teachers raised their voices in an
attempt to stop their children's inappropriate behaviors. However, after The Wis teacher
training, the children were brave enough to ask questions and share opinions. They would
raise their hands and waited for their turn to talk. They learned their classroom's rules.
They also knew what behaviors their teachers would expect from them and, in turn, they
also could expect from their teachers. It was evident that while negative teacher
interactions promoted children's school avoidance and impeded children's development,
through teachers' positive interactions, the children were relaxed enough to participate in
the classroom, and were eager to learn new things in the classrooms.
The findings in the present study demonstrate that after The Wis training, the
children in The 101s teacher training group showed a significant positive change from
pretest to posttest in School Liking, Cooperative-Participation, and Self-Directedness
compared to the children in The 101s parent training and control groups. In addition, after
The 101s training, the children in The Wis teacher training group also had significantly
lower mean scores on School Avoidance compared to the teachers in The Wis parent
training and control groups. It is evident that the children's school adjustment can be
improved by The Wis teacher training. Therefore, the findings from this research
propose a potential implementation of quality improvement in kindergarten teacher-child
interaction skills. The Wis teacher training could be considered for improving schools if
schools aim to increase children's skills to adjust to schools.
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The Relationships between Teacher Interactions and Teacher-Child Relationship
Qualities
Findings from this research show that The 101s teacher training had main effects
on teacher interaction skills, teacher-child relationship qualities, and children's school
adjustment. The results in this research show that there were relationships between the
four dimensions of teacher interaction skills (Positive Classroom Management, Positive
Emotional Support, Critical/Harsh, and Verbal Punishment) and the three qualities of
teacher-child relationships (Closeness, Conflict, and Dependence). The findings showed
that the teachers' Positive Classroom Management and Positive Emotional Support skills
had a significantly positive correlation with close teacher-child relationships and had
significantly negative correlations with conflict and dependent teacher-child
relationships. Conversely, the teachers' Critical/Harsh and Verbal Punishment had a
significantly negative correlation with close teacher-child relationships and had
significantly positive correlations with conflict and dependent teacher-child relationships.
The results confirm the hypothesis that The 101s training would result in a positive
correlation between positive teacher interactions and teacher-child closeness and a
negative correlation between positive teacher interactions and teacher-child conflict and
dependence. It was evident that high teachers' positive and responsive interactions with
children were positively associated with high affectionately and warm teacher-child
relationships and negatively associated with conflict and dependent teacher-child
relationships. The findings in this research agree with the previous research on the
teacher quality and teacher-child relationship quality (Anderson et al., 1981; Howes &
Hamilton; 1992). Anderson et al. (1981) found that caregivers' high responsive

involvement was associated with high levels of children's positive attachment to the
caregivers whereas caregivers' low responsive involvement was associated with low
levels of children's positive attachment to the caregivers. In the same way, the results
studied by Howes and Hamilton (1992) also showed that highly rated teachers' warmth
and positive attention was positively associated with high teacher-child secure
attachments, indicating that teacher sensitivity can predict the quality of teacher-child
relationships. Anderson et al. (1981) suggested that as caregivers' sensitivity and
responsiveness can be viewed as a strong factor for helping children form positive
bonding adult-child relationships, one of the most important for childcare improvement
was to improve the quality of caregiver practices.
The findings in this research, too, showed that high scores on positively
behavioral redirection and positively sensitive interactions to children's emotional needs
were positively associated with high scores on close teacher-child relationships. It was
evident that teachers observed as having high positive classroom management and
positive emotional support skills tended to rate their relationships with children as "high
closeness", "less conflict", and "less dependence". Conversely, teachers observed as
having critical and verbal punishment practices tended to rate their relationships with
children as "less closeness", "high conflict", and "high dependence".
One possible explanation is that as the teachers positively responded to children's
needs with respect and understanding, the children were able to develop mutual trust and
love with their teachers. When teachers always praised their children for doing the right
things, positively redirected children's behaviors, respected their wants and feelings, and
encouraged children's sense of belonging to the classrooms, the children were willing to
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share affectionate relationships with the teachers and gradually trusted in their
relationships with the teachers. As a result, the teachers and the children were able to
form close relationships with each other.
Unlike the teachers observed as having high positive interaction skills, the
teachers observed as using high critical and verbal punishment practices developed
conflict and dependent relationships with their children. When the teachers frequently
stopped children from doing what they wanted to do and critically redirected children's
behaviors, the children were angry, sad, and furious. Therefore, they did not want to stay
connected and share feelings and experiences with the teachers. The teachers observed as
using negative teacher interactions tended to rated their children as remaining angry,
being resistant after being disciplined, being uncomfortable with physical affection from
the teachers, appearing hurt or embarrassed when being corrected, and seeing the teachers
as a source of punishment and criticism. As a result, they developed conflictive
relationships with their children. Sometimes, when teachers responded to children's
needs and feelings with irritation and harshness, children could not trust in their
relationships with their teachers. Thus, the children wanted to check their relationships
with their teachers. Therefore, they developed dependent relationships with their
children. The teachers observed as using negative teacher interactions tended to rated
their children as being overly dependent on the teachers.
Another possibility is that teachers' positive classroom management and positive
emotional support skills promoted positive classroom environment in which the teachers
facilitated the children to form close teacher-child relationships. As teachers praised
specific desired behaviors and positively provided verbal responses that guide desired

behaviors, the children came to view themselves as capable. They learned their teachers'
expectations and skills for conducting desired behaviors so that they rarely exhibited
undesirable behaviors. As a result, the teachers were not stressed out and able to control
their temper so that the children were able to form positive teacher-child relationships
with their teachers. The teachers observed as having high positive classroom management
and positive emotional support skills tended to rated their children as responding well to
the teachers' facial expressions when misbehaving, and trying to please the teachers. The
teachers also felt affective and confident when interacting with their children. On the
other hand, teacher negative interactions could not promote positive classroom
environment. When teachers responded to children with irritation, the children's
undesired behaviors would stop immediately. However, the children did not learn skills
for desired behaviors and teachers' behavioral expectations. Thus, they tended to
continually conduct the same misbehavior. For example, a child sat on his chair with his
legs on the chairs. The teacher said, "Don't sit like that." Then, the child changed his
position to sitting on the armchair. The teacher was angry at him. She harshly pulled the
child's arm in trying to bring the child down and said, "Why did you do that?" The child
cried and pulled his arm back. The teacher was very mad at the child. She told the child
to cry outside the classroom so that his friend would continue to learn. The teachers
observed as using highly critical and verbal punishment practices tended to rate their
children as being manipulative with the teachers and dealing with the children drained
their energy. As a result, the teachers and children could not form mutual trust, respect,
and loving relationships.
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The results demonstrate that positive teacher interaction skills accounted for
significant variance in teacher-child relationship qualities. Particularly, the fact that the
changes in positive teacher interactions are associated with teacher-child closeness, less
conflict and less dependence suggests the degree of the quality of teacher interaction
skills is linked to changes in teachers' perceptions of their relationships with the children.
Therefore, the results of the present research suggest that certain teacher interaction skills
play an important role in determining the quality of teacher-child relationships. Next, the
significance of the qualities of teacher-child relationships is discussed in terms of
investigating correlations between the teacher-child relationship qualities and children's
early school adjustment.
The Relationships between Teacher-Child Relationship Qualities and Children's School
Adjustment
The results in this research show that there are relationships between the three
qualities of teacher-child relationships (Closeness, Conflict, and Dependence) and the
four dimensions of school adjustment {i.e., School Liking, School Avoidance,
Cooperative Participation, and Self-Directedness). The findings showed that the teacherchild closeness had a high significantly positive correlation with children's school liking,
cooperative participation, and self-directedness and had moderate significantly negative
correlation with school avoidance. Conversely, teacher-child conflict and teacher-child
dependence had a significantly negative correlation with children's school liking,
cooperative participation, and self-directedness and had significantly positive correlations
with school avoidance. The results confirm the hypothesis that The 101s training results
in a positive correlation between teacher-child closeness and children's school liking,
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cooperative participation, and self-directedness and a negative correlation between
children's school liking, cooperative participation, and self-directedness and school
avoidance.
First, it was evident that teachers rated as having high levels of teacher-child
closeness tended to rate children as having high scores in school liking. They perceived
that these children with high teacher-child closeness would like to come to school, enjoy
classroom activities, and have fun at school. In contrast, the teachers rated as having
teacher-child conflict and dependence tended to rate children as having low scores on
school liking. The results are consistent with the previous findings linking teachers'
perceptions of teacher-child relationship quality to their perceptions of children's school
adjustment (Birch & Ladd, 1997). Birch and Ladd (1997) found that close teacher-child
relationships were positively associated with teachers' ratings of school liking. Ladd and
Burgess (2001) also found that positive teacher-child relationships were positively
associated with children's obedience and school liking. Even though some children had
problem behaviors, through close teacher-child relationships, the children's problem
behaviors decreased and their obedience and school liking increased (Ladd & Burgess,
2001). One explanation is that teacher-child closeness may affect children's attitudes
towards the classroom environment where teachers provide love and support to the
children. Therefore, it would not be surprising to find that children rated as having close
teacher-child relationships tended to like school more than the other children who did not
experience a high level of teacher-child closeness. It is also plausible that the positive
attitudes that children express towards school (i.e., They like to come to school, enjoy
classroom activities, and have fun at school) affect teachers' perception of teacher-child

closeness. The teachers may form close teacher-child relationships with the children who
are happy at school more easily than they do with children who rarely like school.
Second, unlike children rated as having teacher-child closeness, children rated as
having teacher-child conflict and dependence were perceived as having high scores in
school avoidance. They perceived that these children with high teacher-child conflict and
teacher-child dependence tended to make up reasons to go home from school, ask to see
the school nurse, feign illness at school, and ask how long it is until it is time to go home.
The results are consistent with the previous findings linking teachers' perceptions of
teacher-child relationship quality to their perceptions of children's school adjustment
(Birch & Ladd, 1997). Birch and Ladd (1997) found that conflict and dependent teacherchild relationships were positively associated with teachers' ratings of school avoidance.
It could be explained that children rated as having high conflict relationships with their
teachers experienced conflict in their relationships with the teachers and developed
negative attitudes towards the school. As a result, they tended to like school less than the
other children who did not experience a high level of teacher-child conflict. Another
possibility is that the negative attitudes that children express towards school (i.e., They
make up reasons to go home from school, ask to see the school nurse, feign illness at
school, and ask how long it is before it is time to go home) affect teachers' perception of
teacher-child conflict.
Third, it was evident that teachers rated as having high levels of teacher-child
closeness tended to rate children as having high scores in cooperative participation. They
perceived that these children with high teacher-child closeness would be able to follow
the teachers' directions, use classroom materials responsibly, listen carefully to the

teachers' instructions and directions, and accept responsibility for a given task. While
previous research did not support the correlation between teacher-child closeness and
teachers' ratings of cooperative participation (Birch & Ladd, 1997), the current research
found highly positive correlation between teacher-child closeness and cooperative
participation. One possible explanation is as children have close relationships with their
teachers, the children are willing to cooperatively participate with the teachers. Children
who share a close, warm relationship with their teachers may want to please their
teachers and enjoy doing classroom activities with their teachers. Therefore, they are
more likely to follow the teachers' directions, be responsible for class materials and given
tasks, and listen carefully to the teachers than the children who have less close
relationships with their teachers. However, the results of the previous research (Birch &
Ladd, 1997) and the current research were agree that teacher-child conflict were highly
negatively correlated with children's cooperative participation. It could be explained that
as children experience conflictive relationships with their teachers, they perceived their
teachers and classroom environment as aversive settings. Therefore, they may not be
willing to obey the teachers. It is also plausible that as children do not corporately
participate with their teachers, the teachers cannot form close relationships with the
children.
Fourth, it was evident that teachers rated as having high levels of teacher-child
closeness tended to rate children as having high scores in self-directedness. They
perceived that these children with high teacher-child closeness would seek challenges, be
self-directed, and work independently. The results are consistent with the previous
findings linking teachers' perceptions of teacher-child relationship quality to their

perceptions of children's school adjustment (Birch & Ladd, 1997). Birch and Ladd
(1997) found that close teacher-child relationships were positively associated with
teachers' ratings of self-directedness. One possible explanation is as children have high
teacher-child closeness, they may feel confident in their teachers' love and support and
comfortable to ask the teachers for help. Therefore, they are more likely to seek
challenges. Another possibility is that teacher-child closeness may affect teachers'
willingness to teach children. As teachers have close relationships with the children, they
may want to spend their time and attention to teach the children important skills required
for working independently. Therefore, the children who experience teacher-child
closeness are more likely to work independently and be self-directed than the children
who experience lower levels of teacher-child closeness. However, the results of the
previous research (Birch & Ladd, 1997) and the current research concur that teacherchild dependence had high negatively correlations with children's self-directedness. It
could be explained that children rated as having high teacher-child dependence may not
feel safe and secure in their relationships with the teachers. As a result, they are overly
dependent on the teachers for reassurance, advice, and support. Thus, they cannot
develop skills required to be self-directed.
It is important to note that teacher-child closeness had highly positive correlations
with school liking and cooperative participation whereas teacher-child closeness had
moderately negative correlations with school avoidance and moderately positive
correlations with self-directedness. The results demonstrate that kindergarten teachers'
perceptions of closeness in their relationships with their children accounted for
significant variance in children's school adjustment. Particularly, the fact that the changes
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in teachers' perceptions of teacher-child closeness are associated with children's school
liking, abilities to cooperatively participate with the teachers, and abilities to be selfdirected suggests the degree of the quality of teacher-child relationships is linked to
changes in teachers' perceptions of their children's abilities to adjust to school.
Additionally, previous longitudinal research on teacher-child relationships and children's
behavioral and school outcomes has found that teacher-child relationship quality could
predict children's later behavioral adjustment and academic achievement through second
grade (Birch & Ladd, 1997) and eighth grade ; Hamre & Pianta, 2001). Therefore, the
results of the present research suggest that certain teacher-child relationship qualities play
an important role in determining children's early school adjustment. Next, the
significance of the various dimensions of teacher-child relationship qualities and
children's school adjustment is discussed in terms of investigating correlations between
each dimension and children's early academic achievement.
The Relationships of Teacher-Child Relationship Qualities and Children's School
Adjustment with Children's Early Academic Achievement
Teacher-child relationship qualities and academic achievement. The results in
this research showed that there were relationships between the three qualities of teacherchild relationships (Closeness, Conflict, and Dependence) and children's language skills
and critical thinking skills. Particularly, teacher-child closeness appeared to be a strong
correlate of children's language skills and critical thinking skills. The findings showed
that the teacher-child closeness had a highly significant positive correlation with
children's language skills and critical thinking skills. Conversely, teacher-child conflict
and dependence had a moderate significantly negative correlation with children's
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language skills and critical thinking skills. The results confirm the hypothesis that The
101s training would result in a positive correlation between teacher-child closeness and
children's academic achievement and negative correlations between teacher-child conflict
and dependence and children's academic achievement. The children rated as having high
levels of teacher-child closeness were perceived by their teachers as having high
language skills. The children with close teacher-child relationships tended to have higher
scores than children with high teacher-child conflict and dependent teacher-child
relationships in the abilities to participate in long conversation, understand simple Thai
words, tell a simple story, show some understanding of Thai alphabet, and understand the
concept of reading and writing. In the same way, the children rated as having high levels
of teacher-child closeness were perceived by their teachers as having high critical
thinking skills. The children with close teacher-child relationships tended to have higher
scores than children with conflictive and dependent teacher-child relationships on
categorization, recognition of order, stating problems, stating reasons, solving problems,
and making decisions.
The results are consistent with the previous findings linking teachers' perceptions
of teacher-child relationship quality to children's early academic skills (Birch & Ladd,
1997; Howes et al., 2008). Birch and Ladd (1997) found teacher-child closeness had a
strong positive relationship with children's academic performance whereas teacher-child
dependence had a strong negative relationship with children's academic performance.
Howes et al. (2008) found that close relationships between teachers and children could
promote children's early academic skills. One possible explanation is that close teacherchild relationships may create contented environments in which children are comfortable
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to utilize their teachers as a source of academic support. In this manner, the children feel
secure about asking the teachers questions, participating in conversation, exploring
learning, and seeking help from teachers, which in turn, develop the children's language
and critical skills. Another possible explanation is that teachers may spend more time
explaining learning instruction to the children with whom they form close relationships.
Therefore, the children rated as having high teacher-child closeness can acquire more
instructional support than the children rated as having high teacher-child conflict and
dependence. The results suggest that as children tend to acquire more academic skills
when they are in close relationships with their teachers. Therefore, teachers' skills to
form close teacher-child relationships should be encouraged.
Children's school adjustment and academic achievement. The results in this
research show that there were relationships between the four dimensions of school
adjustment (School Liking, School Avoidance, Cooperative Participation, and SelfDirectedness) and children's language skills and critical thinking skills. Particularly,
children's school liking and cooperative participation had relatively high positive
correlations with children's language skills and critical thinking skills. Children's selfdirectedness also had moderately positive correlations with children's language skills and
critical thinking skills. Alternatively, the findings showed that children's school
avoidance had moderately negative correlations with children's language skills and
critical thinking skills. The results confirm the hypothesis that The 101s training would
result in positive correlations between children's school liking, cooperative participation,
and self-directedness and children's academic achievement and negative correlations
between children's avoidance and children's academic achievement. The children rated
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as having high levels of school liking and cooperative participation were perceived by
their teachers as having high language skills and critical thinking skills. The results of the
present study are consistent with the previous findings linking teachers' perceptions of
children's school adjustment to children's early school success (Fantuzzo et al., 2004,
2007; McClelland et al., 2000; 2006; McWayne et al., 2004;). It is evident that the early
acquisition of work-related skills such the independence, responsibility, and cooperation
predicted children's academic skills at the beginning of kindergarten (McClelland et al,
2000; 2006). Children's persistence and attention were positively related to early
academic outcomes (Fantuzzo et al., 2004, 2007; Mc Wayne et al., 2004).
One possible explanation is children who love to come to schools and enjoy
classroom activities may come to school more often than the children who do not like to
come to schools and try to avoid classroom activities. Therefore, the children may spend
more time in learning activities than the children who have low levels of school liking.
Another possible explanation is that children who always follow teachers' directions and
listen carefully to teacher's instructions and directions may acquire more learning
instructions than the children who do not pay attention to teachers' instructions and
directions and cannot follow teacher's directions. As a result the children rated as having
high levels of cooperative participation have higher scores on language and critical
thinking skills than the children rated as having low levels of cooperative participation.
Another possibility is teachers may rate children's academic skills based on children's
cooperative participation skills. As children rated as having high levels of cooperative
participation tend to actively engage in teachers' conversations and instructions, the
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teachers may view these children as having higher language and critical thinking skills
than the children who rarely engage in teachers' conversations and instructions.
Previous research on linking teachers' perceptions of teacher-child relationship
quality to children's school adjustment and early academic performance found that close
and dependent teacher-child relationships appeared to promote children's school
adjustment and academic performance (Birch & Ladd, 1997; Howes et al., 2008).
Nonetheless, previous research did not directly examine the correlation between
children's school adjustment and children's academic skills. This research fills the gap by
investigating the correlation between children's school adjustment and early academic
skills. The results from the present research suggest that children's school adjustment
account for children's school achievement. Particularly, children's school liking and
cooperative participation appear to be important variables to consider when investigating
children's language and critical thinking skills.
Implications
The results of this research strongly suggest that children's early school
achievement is influenced by the quality of teacher-child relationships and children's'
adjustment to school, and that the quality of teacher-child relationships and children's'
adjustment to school are dependent on teacher interaction skills which can be improved
by teacher training. In particular, The 101s teacher training had a significant effect on the
changes in the increase in positive teacher interactions skills, close teacher-child
relationships, and children's school liking, cooperative participation, and selfdirectedness, as well as increases in their academic achievement. This section discusses
the implications of these findings for teachers, schools, and educational policy mandates

171
in terms of facilitating positive teacher-child relationships, children's school adjustment,
which in turn, affect children's early school achievement.
First, the findings from this research propose a potential implementation of
quality improvement in primary school setting. If teachers and schools are interested in
having children actually enter kindergarten with advanced academic achievement, then
the issues of teacher-child relationships and children's abilities to adjust to school likely
need to be addressed. Hamre and Pianta (2001) suggest that the quality of teacher-child
relationships is the significant factor to predict children's school adjustment and
academic skills; therefore, preventive intervention programs that promote teacher-child
closeness may hold promise for improving children's school adjustment and academic
outcomes. The fact that The 101s teacher training had a significant effect on the changes
in teachers' interaction skills and resulted in the associations between positive teacher
interaction skills, the quality of teacher-child relationships, and children's school
adjustment and academic outcomes suggests some degree of early intervention efforts is
needed. The 101s teacher training assures schools that teacher interaction skills, the
quality of teacher-child relationships, and children's school adjustment and academic
outcomes will be improved.
Second, the findings from this research propose an implication for an educational
policy mandate to enhance the quality of teacher education. Anderson et al. (1981)
concluded that "It is quality rather than quantity of interaction that is most important to
developing and maintaining positive relationships" (p. 60). It appears that The 101s
teacher training provides a context of higher levels of quality in which teachers can help
their children develop mutual trust and love and enhance the children's adjustment to
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kindergarten and early academic achievement. As the findings of this current research
regarding the effectiveness of teacher interaction practices emerge, it will be important
for pre-service and in-service teachers to receive The 101s teacher training in order to
increase certain teacher interaction skills affecting the quality of teacher-child
relationships and children's school adjustment and academic outcomes.
Third, to be effective, ongoing assessment should be the driving force in the
national school system. Specifically, at the classroom level, ongoing assessment of the
quality of teacher-child relationships and children's school adjustment should be
continually done after The 101s teacher training. Ongoing assessment allows teachers to
keep track of relationships with each child and each child's school adjustment skills.
Thus, the teachers can address children's maladjustment and particular school adjustment
skills that need to be promoted. Together, the ongoing assessment of the quality of
teacher-child relationships and children's school adjustment serve as tools for enabling
the teachers to clearly define objectives for promoting skills and become aware of their
interaction practices. Additionally, ongoing assessment of The 101s teacher interaction
should also be implemented at the school level. Teacher observations help the schools to
address early negative teacher interaction practices. Therefore, the schools can provide
the teachers with support or plan an in-service training for the teachers to receive The
101s teacher training in order to improve effective teacher interaction skills.
Fourth, the findings from this research add to a growing body of research in early
childhood education that highlights the significance of the relationship between the
quality of teacher-child relationships and children's school adjustment and academic
outcomes. First, the findings of the current research show that certain teacher interaction
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skills are important in forming close teacher-child relationships and enhancing children's
school adjustment and early academic achievement. Second, previous research did not
directly examine the correlation between children's school adjustment and children's
academic skills. However, this research fills the gap of the previous research in early
childhood education by investigating the correlation between children's school
adjustment and early academic skills. The results from the present research solidify the
relationship between children's school adjustment and children's school achievement.
Finally, the findings fro this research make an important contribution to crosscultural research in early childhood education on the significance of the relationship
between the quality of teacher-child relationships and children's school adjustment and
academic outcomes. The results from the present research provide promising evidence
that supports the effectiveness of the use of The 101s teacher training in Thailand.
According to the results of the current study, the cultural difference would not be a
barrier to changing Thai teachers' interaction practices. The children also responded well
to The 101s teacher practices.
Limitations and Suggestions for Future Research
In this research, there are several limitations that should be considered with the
findings. First, one of the major limitations of this research is that the sample size was
relatively small and was selected from one school district. Therefore, the ability to
generalize the findings is limited. For future research, replicated research using larger
sample sizes in different school districts across the country is suggested.
A second limitation is that the intervention was implemented over a relatively
short period of time. Even though the duration of the research intervention was

approximately 5 months, the impact of the changes emerged, and the findings from this
research show that it was statistically significant. In this manner, long-term The 101s
teacher training would strengthen the impact of the training on the changes in teacher
interaction skills, the quality of teacher-child relationships and children's school
adjustment. Additionally, longitudinal research on the persistence of the quality of
teacher-child relationships and children's school adjustment and academic achievement is
necessary to measure the persistence of the quality of teacher-child relationships and
children's school adjustment and academic achievement. Therefore, collecting data
repeatedly over a long period of time is needed for future research.
Conclusion
The results of this current research provide promising evidence that supports the
effectiveness of The 101s teacher training intervention. The findings of this study showed
the statistically significant increases in the positive teacher interaction skills, close
teacher-child relationships, and children's positive school adjustment, and decreases in
the negative teacher interaction practices, conflict and dependent teacher-child
relationships, and children's school avoidance, after The Wis teacher training
intervention. The 101s teacher training intervention also significantly results in the
positive correlations among positive teacher interaction skills, close teacher-child
relationships, children's positive school adjustment and children's high academic scores.
The current study explored the effect of The 101s teacher training on teacher
interaction skills, teacher-child relationship quality, children's school adjustment, and
academic achievement in kindergarten classrooms in Thailand. The results of this study
give strength to further suggestions for effective teacher practice in kindergarten
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classrooms in Thailand. Through the educational reform in Thailand, the attention to
children's social-emotional competence has been increasing as the important key for
children's early school success. The government has acknowledged that the teachers need
effective skills for helping their children improve their social-emotional development and
school outcomes (ONEC, 2005). Thai teachers have used negative teacher interaction
practices and relied on their authority in managing children's behaviors (Kulapichitr,
2002; Thanasetkorn, 2008). The use of the negative teacher interaction practices has been
found to impede children's cooperation and social-emotional and academic development
(Kulapichitr, 2002). The findings of the current study yield significant results in the
changes in teachers' behaviors. The 101s teacher training had significant effects in
increasing teachers' positive classroom management and positive emotional support
skills and decreasing teacher's harsh and verbal punishment practices. The results suggest
that through teachers' responsiveness and sensitivity, the quality of teacher-child
relationships and children's social-emotional and academic development can be
improved.
The results of the study show that The 101s teacher training is effectively
transferred across cultures to teachers and children. It is evident that the teachers and
children in Thailand responded well to the principles in The 101s: A Guide to Positive
Discipline. After The 101s teacher training, the teachers' interaction skills were positively
changed which in turn affected the quality of teacher-child relationships, children's
school adjustment, and academic performance. Through carefully designed practice, The
Wis teacher training could be used efficiently as the fundamental practice in
kindergarten classrooms in Thailand. The current research on The 101s teacher training
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could contribute to the growing body of cross-cultural research regarding the intervention
of teacher interactions, teacher-child relationship quality, and children's school
adjustment and academic achievement.
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APPENDIX A
The 101s Teacher Interaction Checklist

Classroom:

Teacher Name:

Observation Date:

Data Collector:

Part I: Positive Interaction Subscale
Observe the teacher 4 times for 20 minutes each. For each of these you are asked to rate
the teacher interaction practices on a 3-point scale raged from, 1 (Not Characteristic) to 3
(Usually Characteristic).
Not Characteristic (1) = happened 1-2 times with 20 minutes
Somewhat Characteristic (2) = happened 3-4-5 times with 20 minutes
Usually Characteristic (3) = happened 6 and over times with 20 minutes
Classroom Behavioral
Management

Time One

Time Two

Time Three Time Four

Time One

Time Two

Time Three Time Four

Make a Big Deal Principle
Incompatible Alternative
Principle
Choice Principle
When/Then Abuse it/Lose it
Principle
I Message Principle
Timer Says It's Time Principle
Whisper Principle
Emotional Support
Belonging and Significance
Principle
Get on the Child's Eye Level
Principle
Validation Principle
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PART II: Negative Interaction Subscale
Observe the teacher 4 times for 20 minutes each. For each of these you are asked to rate
the teacher interaction practices on a 3-point scale raged from, Not Characteristic (3) to
Usually Characteristic (1).
Not Characteristic (3) = happened 1-2 times with 20 minutes
Somewhat Characteristic (2) = happened 3-4-5 times with 20 minutes
Usually Characteristic (1) = happened 6 and over times with 20 minutes
Time One
Seems critical of the
children.
Speak with irritation or
hostile to the children.
Threatens children in trying
to get attention and in
control.
Reprimand the children
when they misbehave.
Embarrass a child in front of
the class.
Talk to the children without
explanation.
Finds fault easily with
children.
Seems to prohibit many of
the things the children want
to do.
Seems unnecessary harsh
when scolding or
prohibiting children.
Use physical punishment.

Time Two

Time Three

Time Four
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APPENDIX B
Student-Teacher Relationship Scale (STRS)
Teacher's name
Child's name

Gender: M F
Gender: M F

Date
Age

Next to each statement is a 5-point scale for recording the degree to which you believe
this statement applies to your relationship with the child.
Item

1.1 share an affectionate,
warm relationship with
this child.
2. This child and I always
seem to be struggling with
each other.
3. If upset, this child will
seek comfort from me.
4. This child is
uncomfortable with
physical affection or touch
from me.
5. This child values his/her
relationship with me.
6. This child appears hurt
or embarrassed when I
correct him/her.
7. When I praise this child,
he/she beams with pride.
8. This child reacts
strongly to separation
from me.
9. This child
spontaneously shares
information about
himself/herself.
10. This child is overly
dependent on me.
11. This child easily
becomes angry with me.
12. This child tries to
please me.
13. This child feels that I
treat him/her unfairly.

Definitely
does not
apply
1

Does not
really
apply
2

Neutral,
not sure

Applies
somewhat

Definitely
applies

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5
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14. This child asks for my
help when he/she really
does not need help.
15. It is easy to be in tune
with what this child is
feeling.
16. This child sees me as a
source of punishment and
criticism.
17. This child expresses
hurt or jealousy when I
spend time with other
children.
18. This child remains
angry or is resistant after
being disciplined.
19. When this child is
misbehaving, he/she
responds well to my look
or tone of voice.
20. Dealing with this child
drains my energy.
21. I've noticed this child
copying my behavior or
ways of doing things.
22. When this child is in a
bad mood, I know we're
in for a long and difficult
day.
23. This child's feelings
toward me can be
unpredictable or can
change suddenly.
24. Despite my best effort,
I'm uncomfortable with
how this child and I get
along.
25. This child whines or
cries when he/she wants
something from me.
26. This child is sneaky or
manipulative with me.
27. This child openly
shares his/her feelings and
experiences with me.
28. My interactions with
this child make me feel
effective and confident.

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5

2

3

4

5
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APPENDIX C
The Teacher Rating Scale of School Adjustment (TRSSA; Birch & Ladd, 1997)
Child Name:

Child Gender:

Child Age:

Classroom:

Observation Date:

Teacher Name:

For each of these you are asked to rate various aspects of children's adjustment to school
on a 1 to 3 scale.
Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Likes to come to school

1

2

3

Dislikes school (reversed)

1

2

3

Has fun at school

1

2

3

Enjoys most classroom activities

1

2

3

Doesn't
Apply
1

Somewhat
Apply
2

Certainly
Apply
3

Asks to see the school nurse

1

2

3

Feigns illness at school

1

2

3

Asks how long until it is time to go
home

1

2

3

Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Follows teacher's directions

1

2

3

Uses classroom materials responsibly

1

2

3

Listens carefully to teacher's
instructions and directions

1

2

3

Accepts responsibility for a given
task

1

2

3

Subscale: School Liking

Subscale: School Avoidance
Makes up reasons to go home from
school

Subscale: Cooperative
Participation
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Doesn't
Apply

Somewhat
Apply

Certainly
Apply

Seeks challenges

1

2

3

Self-directed child

1

2

3

Works independently

1

2

3

Needs a lot of help and guidance
(reversed)

1

2

3

Subscale: Self-Directedness
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NEGATIVE DISCIPLINE AND
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THE 101S: A GUIDE TO POSITIVE
DISCIPLINE
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10. Tianfmpfanai (Timer Says It's Time Principle)
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